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ABSTRACT
EXPERIENCES OF UZBEK IMMIGRANT PARENTS WITH PUBLIC SCHOOLS IN
NEW YORK CITY: PARENTAL ENGAGEMENT
May 2020
MEKHRIBON ABDULLAEVA
B.A., SAMARKAND STATE UNIVERSITY
M.A., SIT GRADUATE INSTITUTE VERMONT
Ph.D., UNIVERSITY OF MASSACHUSETTS AMHERST

Directed by: Professor Gretchen Rossman
This study examined a Brooklyn, New York Community of Uzbek parents’ engagement
with their children’s education, focusing in particular on parental involvement with the
school system. It addressed the important, yet difficult-to-measure factors that influence
why and how parents engage. It determined that parents are agents who attempt to
advance their child’s progress through strategies shaped by a perspective consisting of
their goals, resources, parenting style, and expectations. A Q-sort methodology generated
parents’ perspectives through their rankings of certain value judgements. Due to
variations in parental education, income levels, and other elements, the study generated
three parent perspectives that were linked to three strategies of engagement. This study
concluded that parental engagement is shaped by an interrelationship of material, social,
and cultural factors as well as a school’s culture and environment. The research
determined that while the educational system in New York City was providing pertinent
information and supporting programs for their parent population, many of the study’s
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parents did not believe that these efforts were productive enough to attain their goals for
their child’s educational development.
This study recommends that school policy adopt multiple strategies to reflect the
distinct strategies represented by the three engagement strategies. For example,
community school programs can provide the cultural support needed to engage
Perspective B parents whose material and cultural resources do not meet the expectations
of traditional school culture. On the other hand, increased engagement of Perspective A
parents would be encouraged if a space and role at school were supported. Lastly, the
strategy of Perspective C followed a dual strategy that maintained separated school and
home; academic achievement is a separate sphere from the emotional development at
home. The differences spheres create a tension whose resolution does not necessarily
suggest a policy, at least in my findings, of incorporating religious or ethnic values into
the school culture.
The value of Q-methodology in research on parental engagement is evident in the
findings that build on major conclusions in the field. The method provides a nuanced,
holistic conceptualization that captures the complexity of parents’ expectations. The
method avoids the tendency of immigrant studies to ascribe success to an ethnic value
that overlooks the significance of parents’ education, knowledge of the school culture,
and community support material, cultural, and language factors.
Lastly, my theoretical approach to the study of subjectivity aligns with
contemporary research that emphasizes the role of the parent, a broader definition of
academic success, and range of engagement strategies. The focus on the subject allows
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for comparative research of different populations, reveals the heterogeneity of each
population, and comprehends parents in a complex and nuanced way.

Keywords: parents’ engagement, parents’ perspective, parents’ strategies,
immigrant parents from Uzbekistan
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CHAPTER 1
INTRODUCTION
Over the last several decades, policymakers, researchers, administrators, and
teachers have committed significant resources to determine and incorporate new ways to
improve the ongoing engagement of immigrant parents with their children’s education.
Studies on the subject confirm that consistent school engagement is beneficial to both
parents and their children (Desforges & Abouchaar, 2003; Jeynes, 2005; Jeynes, 2007).
However, new strategies of engagement will work only if schools, teachers, and parents
truly understand each group’s strengths, values, and goals for the children and then find
ways to work together in a common educational effort. Historically, however, this has
not necessarily been the case.
A review of the literature on the progress of increased immigrant parent
engagement with their children’s education shows a lack of improvement. On the parent
side of the equation, the values and beliefs that immigrant parents bring from their
cultural heritage often greatly differ from the Western cultural experience. As a result of
this, collaborative success depends on immigrant parents’ willingness and capacity to
engage in unaccustomed ways. As parents are encouraged to be more engaged in the
school culture, they have to react to changes that increase demands on their time and
require more emotional and intellectual investment, and additionally, require them to
develop a greater skill at balancing advocacy with collaboration. Based on study results,
immigrant parents have mostly found this new type of environment, the responsibilities it
engenders, and their commitment to it to be challenging.
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On the other side of this issue, teachers and administrators have needed to reach
an understanding of the motivations, normative assumptions, and obligations that
immigrant parents in their school districts hold in order to successfully engage these
parents in their role as supportive agents of their children’s educational success. To
accomplish this, schools must clearly understand the perspectives and educational
strategies of the parents. Before their administrators and teachers can align current
policies with parents’ intentions and learn how to anticipate when current policies might
be in conflict or even in opposition to some parents’ objectives and beliefs.
Understanding why and how parents presently engage in their child’s education, both at
school and in their homes, will help schools form good policy for their students in the
future. This study undertook to provide new insights into this exciting challenge.
Addressing a particular population in regard to this issue, this study attempted to
determine how and why some Uzbek immigrant parents engaged with their children’s
schools and how and why they provided oversight of their children’s education at home.
Twenty parents participated in this mixed-methods research project. Their children were
attending Brooklyn, New York public schools in Districts 20 and 21 at the time of the
study. In order to achieve its goals, the study elicited participating parents’ engagement
strategies through the context of their perspectives, which were generated through the use
of Q-Methodology. In this case, twenty parents ranked the value of 34 statements about
their engagement. The statements corresponded with the activities linked to their
participation at school, at home, and in the community. The rankings expressed a parent’s
expectations, satisfaction, and their view of the importance of different types of
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engagement. The Q-sort grouped the rankings into three perspectives, which were further
developed for research purposes through follow-up interviews.
The major findings of the analysis of the three different parental perspectives led
to the detailed discussion noted later in this paper of what constituted this group of
immigrant parents’ engagement with their children’s education and strategies. A general
overview of the findings indicated very specific differences among each of the three
perspectives. Parents who fell into the first perspective category aligned themselves with
the school’s expectations, motivating and supporting their children through their own
expectations with home support, in order to ensure that their children would achieve
professional status in the future. The second perspective focused on a holistic
development of their child. Rather than relying on the school system to provide this depth
of education, they filled in the expected gap by providing the additional educational
experiences for their children at home and through cultural means such as museum visits.
The third perspective was made up of parents who lacked sufficient English language
skills and systems’ knowledge to be able to find and take advantage of outside support.
Instead, these parents relied on their native culture and traditions to promote the
education of their child through the establishment of their parental authority.
Based on their pre- and post-immigrant experiences and their exposure and access
to resources in the United States, Uzbek immigrant parents derived strategies to engage
with their child’s education and success, the very notion of which also varied for parents
within each group.
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Statement of the Problem
Most research on parental engagement has been designed from the school's point of view
(Henderson & Mapp, 2002). In discussing this important aspect, Epstein et al. (2009)
identified the school-recommended activities that parents should undertake to increase
their involvement with their children’s educational achievements. This type of parent
involvement model has been the basis of many subsequent studies of the relationship
between various parental activities and academic achievement. Suggested activities given
in these studies include attending parent-teacher conferences, school events, volunteering
at school, and monitoring homework (Epstein, Joyce L., 2009; Nancy & Lorraine, 2004).
This type of model of involvement describes a single path to academic success, in
which parents have little input in setting the rules or managing the process (Bower &
Griffin, 2011; Epstein, Joyce L. & Sheldon, 2006). Alternative ways for parents to
engage are not considered, and this has meant that progress on this path requires that the
individual parent possesses the appropriate material and cultural resources; in the case of
ethnic and racial minorities, adults often lack these resources (Turney & Kao, 2009).
Compared to white, middle-class families, less advantaged populations have a lower
socioeconomic status (SES), limited material and cultural resources, and are less
confident and secure in their engagement (Suárez-Orozco, 2018; Turney & Kao, 2009;
Zhou, G. & Zhong, 2018). Immigrant populations face similar obstacles to involvement.
Parental engagement of immigrant parents at school and with teachers is often difficult
and not always effective. Parents experience their engagement negatively, feeling that
they are not appreciated, understood, or acknowledged (Calzada et al., 2015; Cherng &
Ho, 2018; Kim, N., 2016; Whitaker & Hoover-Dempsey, 2013). Poza (2014) found that
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teachers view immigrant parents as less informed and that as a general rule participated in
their children’s school life less than did non-immigrant parents. In particular, they feel
that these parents only meet with teachers when there is a problem. According to Poza
(2014), teachers judge less involved parents as less interested and having lower
expectations for their children.
The research shows that immigrant populations do not involve themselves at
school in the ways prescribed by the school. Structural and material barriers are obstacles
to the involvement of many newly arrived immigrants (Hornby, 2011; Suárez-Orozco, C.
& Suárez-Orozco, 2001; Zhong & Zhou, 2011). Language is also a formidable barrier
(Robinson & Harris, 2014). Cultural values and practices may inhibit school engagement,
limiting parents’ awareness of any changing school policy and from assertively engaging
with teachers (Barton, Drake, Perez, St. Louis, & George, 2004). Levels of parental
involvement at school are further dampened by the misunderstanding and lack of trust
and empathy that immigrant parents often experience (Sohn & Wang, 2006).
Past studies suggest that immigrant parents do not experience their engagement as
productive, and there is evidence that immigrant parents make up for this lack by
following alternative educational strategies, which most often administrators and teachers
are not aware of (Hu, Yang, & Ieong, 2016; Lee, J. & Zhou, 2015; Olivos & Mendoza,
2010; Pérez Carreón, Drake, & Calabrese Barton, 2005). This study undertook to shed
light on the particular alternative strategies of parents in Brooklyn’s Uzbek community.
In this study, parental engagement was conceptualized as strategies of
engagement. Parental expectations and engagement strategies capture the subjective
foundation of a parent’s experiences. The strategies connect expectations with the
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decision to act or engage in a specific way. A parent’s engagement strategy has an aim or
an educational goal that uses existing resources, cultural values, perceptions, and
relationships. The strategy may depend on a parent’s close engagement with her child’s
school. In contrast, it may rely more directly on family structure and values.
Identifying the distinct perspectives of parents in regard to their strategies of
engagement explains why and how parents strategize that engagement, thus linking their
perspectives to their experience with the education system. Understanding parental
strategies leads to a better understanding of what policies, resources, and assistance
schools can provide that will improve the effectiveness of parental strategies. Therefore,
this study addressed the need to understand Uzbek immigrant parents’ experiences with
their children’s education through the lens of three research questions.
Research Questions
The research questions guiding this study were:
1. How do Uzbek immigrant parents perceive their engagement with their child’s
education?
2. What factors influence an Uzbek immigrant parent’s perspective of their engagement
with their child’s education?
3. How does an Uzbek parent’s perspective define an engagement strategy?
The study will contribute to the literature on identifying ways in which schools can
improve upon family engagement patterns employed by immigrant communities.
Contribution to the Field of Parental Engagement in Schools and Policy
Implications
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The study contributes to parental engagement studies and policy initiatives by identifying
specific strategies that parents from Uzbekistan undertake when dealing with their
children’s education. However, these findings are not limited to the patterns of Uzbek
immigrant parents; their strategies can be extrapolated to some parents of other
immigrant groups. In fact, this study determined and emphasized the heterogeneity of
parents in the Uzbek community.
While there have been many studies of immigrant communities in New York City
(Anbinder, 2016; Gurock, 2019; Khandelwal, 2002; Moore et al., 2017; Smith, 2006),
including studies of a Bukharian Jewish community from Central Asia, and other Russian
speaking population from Soviet Union (DeSena & Shortell, 2012; Isurin, 2011; Rapport,
2014), this Uzbek community in Brooklyn has not been studied before. Therefore, for the
purposes of greater clarity, this research is a study of the Uzbek ethnic/national
population that mainly arrived in the United States beginning in the late 1990s and
continuing to the present day through the Diversity Immigrant Visa (DV) Lottery
(Diversity Immigrant Visa Lottery, 2018).
It is important to note that New York City makes a significant institutional effort
to engage its large immigrant populations. Comparisons with the experiences of the city’s
other immigrant populations would be fruitful, since this research was undertaken as the
U.S. society’s views on cultural diversity and immigrant integration are in flux.
The next chapter, the literature review, examines relevant studies on the subject of
immigrant parental engagement and strategizing in regard to their child’s education and
the resulting parental relationship to their schools.
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CHAPTER 2
LITERATURE REVIEW
Introduction
Literature reviews can take two major forms (Sylvester, 2013). The most common form
is an overview of the literature to establish the major accomplishments and identify the
gaps in knowledge. The review will also distinguish important discourses in the field. My
review distinguishes three distinct models of parental engagement. The models can fit
together, share conclusions, findings, and interpretation. There is a growing movement
across the literature to place parental engagement at the center of research. Building
family-school partnerships with disadvantaged and immigrant populations have become
an important policy focus (McWayne, Doucet, & Sheridan, 2019; Sheridan & Kim,
2016).
However, the literature has achieved limited consensus on how and why parents
engage as they do. The problem is a methodological approach that focuses on parents’
subjectivity: their perception of their responsibility and role. My literature review is to
provide a theoretical justification for the study of the subjectivity of parents. Subjectivity
is the foundation for parental engagement. Its study is key to resolving my research
problem, fits into our broader understanding of parents' motivation, and contributes to
implementing policies and programs that will engage parents more effectively in the
schools (Hart, 2018; Levy & Ellis, 2006).
The objective of this literature review is to establish the basis for my theoretical
approach to studying the experience of a particular group of Uzbek parents. The chapter
organizes the literature in terms of three models of engagement: activities, agency, and
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strategy. The activities model employs quantitative methods to correlate academic
success to specific activities, socio-economic class, ethnicity, and race. The agency
model studies engagement from the parent’s point of view. Positive engagement occurs
when parents have a voice at school and take greater responsibility for their child’s
education. The strategy model understands agency in terms of the goals, expectations,
and resources that parents activate in the complex relationships of family, school, and
community.
Major findings of each model are presented through representative studies. The
limitations of each model are discussed. A limiting factor of the activities model is that it
focuses on forms of engagement that are defined and identified by the school often
without consideration of certain parent factors such as class, ethnicity, and race that
create material and cultural obstacles to involvement at school. The agency model defines
positive parental engagement by an assessment of how strong a role parents assume in
their children’s education both at school and at home. Like the activities model, this
model also underestimates the educational, cultural, and sociological barriers to
collaborative engagement that are experience by less advantaged parents. These parents
often rely on alternative cultural values of the family and available resources in the
community. Unlike the other two models, the strategy model broadens its study to take
into account the cultural and social factors that shape how and why parents engage in
their child’s education. This context is particularly important for immigrant populations
because they must construct their engagement from family, ethnic, and community
resources that often do not align with the expectations of school.

9

The models developed chronologically, each contributing to our understanding of
the parents’ role in their child’s education. Education can be thought of as a familyschool collaboration that conceptualizes engagement as a partnership where parents are at
least equals (Sheridan & Kim, 2015). In this shift the conceptual limitations of traditional
involvement studies are of less interest than explorations of the family-school context
(Sheridan & Kim, 2016), and ethnocultural diversity (McWayne et al., 2019).
My literature review places my project within the tradition of activities, agency,
and strategy traditions. My objective is to argue for the validity of Q-methodology to
explain and rationalize how and why parents engage the way they do. Furthermore, the
perspective is a position that links, on one side, to foundational material resources and
cultural values and, on the other side, to the complicated demands and opportunities of
the school environment.
In this study, engagement is seen as a complex set of relations and processes
rather than any specific activity or group of activities. Parental engagement is the result
of the various experiences that form the basis of the parent’s expectations for his or her
child’s education. These expectations dictate the amount and type of involvement that
parents carry out in regard to their child’s education and in their engagement with their
child’s school. Therefore, this study approaches parental engagement from the parent’s
point of view. The objective is to understand how and why parents engage as they do.
The literature review includes studies that focus on the ways that immigrant parents
engage with their children’s schools.
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Parental Involvement Model
The educational literature consistently finds that parental engagement correlates
with academic achievement (Kim & Sheridan, 2015). Longitudinal studies correlate
involvement with academic success (Henderson & Mapp, 2002; Hornby, 2011b; Jeynes,
2010). Jeynes’ (2005, 2010) meta-analysis of forty-one studies concluded that parental
involvement has a positive impact on a child's achievement. The study also found that
the children of involved parents are academically more successful than those whose
parents are less involved
An explanation for the correlation between parental involvement and academic
success is straightforward: involved parents are informed, communicate effectively, and
set expectations for their child. Children work harder when parents are seen to be
involved (Jeynes, 2005, 2010). Volunteering in a school demonstrates a parent’s
commitment to her child’s education. Parent-teacher meetings build mutual trust and
respect (Jeynes, 2005, 2010). The benefits of parental involvement for specific
populations is supported, for example, in studies of African American single mothers
(Carvalho & Spears, 2019).
The formation and implementation of parental involvement programs have greatly
developed over the decades of research on this topic. With far more attention to detail,
New York City Department of Education expects parents to learn and follow school
requirements, policies, and procedures; in light of this schools produce informational
material on the steps toward graduation, student assessment methods, and curriculum
content. Parental responsibilities cover school activities such as meetings with teachers,
volunteering after school, and responding to school communications (Epstein, Joyce,
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1991). School attendance, class participation, and test preparation improve when parents
provide structure and resources to the child (Fan & Chen, 2001). Children benefit when
the home is devoted to learning—a study space, dinner communication, and family
outings create shared educational values.
School policy, procedure, and program requirements establish standards of
involvement that parents are expected to meet (Sheridan & Kim, 2015). Academic
research into effective parental involvement has set high standards for parents. Effective
parental involvement requires time, energy, competency, and commitment that many
parents may not appreciate or cannot commit to while others simply lack enough of or
any of the competencies needed to be successful in this crucial area of help.
Epstein et al. (2002) identified six areas in which unengaged parents and even
partially engaged parents need some amount of supplemental support in order to move
towards a goal of full engagement:
“Parenting. Assist families with parenting skills, family support, understanding
child and adolescent development, and setting home conditions that support
learning at each age and grade level. Assist schools in understanding families’
backgrounds, cultures, and goals for children. Communicating. Communicate
with families about school programs and student progress. Create two-way
communication channels between school and home. Volunteering. Improve
recruitment, training, activities, and schedules to involve families as volunteers
and as audiences at the school or in other locations. Enable educators to work
with volunteers who support students and the school. Learning at Home. Involve
families with their children in academic learning at home, including homework,
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goal setting, and other curriculum-related activities. Encourage teachers to design
homework that enables students to share and discuss interesting tasks. DecisionMaking. Include families as participants in school decisions, governance, and
advocacy activities through school councils or improvement teams, committees,
and parent organizations. Collaborating with the Community. Coordinate
resources and services for families, students, and the school with community
groups, including businesses, agencies, cultural and civic organizations, and
colleges or universities. Enable all to contribute service to the community.”
As schools have expected more parental involvement, the need for the kind of
information provided in Epstein’s study has increased since parental participation has
proven to be difficult to promote and maintain (LaRocque, Kleiman, & Darling, 2011).
Various studies have sought answers to this problem. One reason addressed by a large
group of studies suggests that levels of parental involvement are directly associated with
cultural class status (Avvisati, Besbas, & Guyon, 2010). High levels of parental
involvement are often linked with white, middle-class families (Fan & Sandoval, 2018;
Hornby, 2011; Hornby & Blackwell, 2018; Hornby & Lafaele, 2011; Solorzano, 2008).
Lower SES, ethnic and racial populations are seen as being less involved; studies show
that their children perform less well (Crosnoe, 2010; Friedman, Bobrowski, & Geraci,
2006; Hill et al., 2004; Hoover-Dempsey, Bassler, & Brissie, 1987; Lareau, 2015; Lee &
Bowen, 2006).
Another reason cited for difficulties in maintaining parent engagement is the fact
that levels of parental involvement usually reflect the availability of parental resources
(Lee & Bowen, 2006). Materially disadvantaged parents lack family resources;
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additionally, if they live in a district that is financially disadvantaged, their children’s
schools are most likely poorly funded (Duan, Guan, & Bu, 2018; Schott Foundation for
Public Education, 2012). Immigrant populations, whether materially disadvantaged or
not, are hampered in their efforts to involve themselves because of the added factors of
language barriers and cultural dislocation (Friedman et al., 2006; Lareau, 1994; Turney &
Kao, 2009). Material, cultural, and social inequalities dampen the levels, effectiveness,
and benefits of involvement for disadvantaged groups.
In response to the parent involvement problems cited in the literature, some
studies have researched ways to improve involvement. Hooper-Dempsey and Sadler
identified four beliefs or calculations that encourage parental involvement (Hoover‐
Dempsey et al., 2005). First, the parent takes responsibility for a child’s attendance,
progress, and achievement at school. The parent will be committed to meeting school
expectations for attitude and behavior. Second, parents believe that their involvement
makes a difference (Hornby & Blackwell, 2018). They are prepared to engage
productively and effectively. Third, a parent expects that teachers and the school will be
responsive and respectful. Fourth, the parent has the material and cultural capacity to
engage productively.
A positive educational role depends on a parent’s sense of efficacy and belonging,
self-confidence, and assurance. Self-assurance is grounded in experience. An
understanding of the present situation, and clarity about one’s knowledge, goals and
capacities (Andrews, 2013; Sohn & Wang, 2006). A good fit of the family’s culture with
the school culture disposes a parent to be involved (Guo, 2011; Klein, 2008). Parents are
discouraged from involvement at school if they believe they are not welcomed, listened
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to, or make little difference (Fields-Smith, 2007). Enlisting disadvantaged families
productively has proved difficult and there are posited reasons for this: disadvantaged
families go to disadvantaged schools where some find that the teachers are often
prejudiced and indifferent, and supplemental programs may be more difficult to fund.
Rudney (2005) concluded more broadly that, without positive engagement,
teachers may rely on stereotypes to prejudge parents as indifferent and unskilled at
meetings and poor parents at home (Rudney, 2005). The social distance between teachers
and some parents is a barrier to building relational trust between teachers and parents
(Bryk & Schneider, 2002).
Yet, in spite of what may appear to be a lack of interest on the part of the parents,
research suggests that disadvantaged parents are committed to their child’s education (Hu
et al., 2016; Lee, J. & Zhou, 2015; Martinez-Cosio, 2010). However, their parenting
style, resources, strengths, and potential often go unrecognized or undervalued (Murray et
al., 2014). Moreover, a parent might be pursuing an alternative strategy of engagement
that draws on alternative yet available resources so a particular action on the part of the
school is likely to be ineffective. Or, more generally, a parent might see an engagement at
school as less effective and even counterproductive and misdirected (Friedman et al.,
2006). Although research proposes that alternative family culture and experience be
included, there has been a dearth of studies researching the results of these inclusions.
Studies have, however, offered critical assessments of the parental involvement model,
both as conceptualized in academic research and implemented in the educational system,
and these studies have identified barriers to involvement that are still in affect (Anfara &
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Mertens, 2008; Kim, S. & Chin, 2015; Martin, 2006; Murray et al., 2014; Rodriguez,
2016; Shea & Murray, 2013).
The parental involvement model, both as researched and implemented, is wedded
to an educational system that rewards a specific engagement strategy. The school
community’s standard of parent involvement is based on the resource availability of the
middle-class parent. It has had limited success providing the necessary supplemental
resources where it is needed. The long-term benefits of this approach are not conclusive.
Mattingly (2002) review of these efforts found that most were poorly designed,
researched and evaluated. A school’s measure of student achievement is by and large
based on factors that often are improved with parent engagement, such as standardized
test results (Epstein, Joyce L., 2010) resulting in a kind of catch-22. Other educational
objectives are not recognized or are undervalued (Goodall, 2017). Parents are asked to
involve themselves in school-defined ways, with the rules and expectations set by the
school (Stitt & Brooks, 2014). Opportunities for other forms of engagement are at the
very least limited (Rivas, 2005), and are sometimes actively discouraged (Giroux, 1997;
Wallace, 2019).
School’s applied standards reward the material and cultural resources that an
economically and socially privileged White middle class can meet, thus promoting and
rewarding that system’s way of involvement. These parents are knowledgeable of the
school system. Their own educational history and professional background help them
master its discipline, its curricula, and its testing methods, thereby allowing them to be
more involved with the system and therefore more able to aide their children. Often, the
parents and teachers share similar experiences, values, and outlook (Miretzky, 2004;
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Santiago, Garbacz, Beattie, & Moore, 2016; Taylor, Pearson, Clark, & Walpole, 2000).
As a result, they engage more effectively with teachers, master the school culture, and
advocate more successfully for their children (Bower & Griffin, 2011). Middle-class
parents are capable and inclined to volunteer, attend school events, successfully organize
a home learning environment, and also provide their children with educational
opportunities outside of school (Day & Dotterer, 2018). They teach their children skills
that will improve their children’s learning capacity at school, such as critical thinking and
presentation skills, which, recognized by their teachers, are then further developed at
school (Barg, 2019; Lareau, 2011).
As they continue to make use of their educational experience, their deeply
established social networks, and their financial resources for remedial and
complementary activities, including advanced placement courses and gifted child
programs, middle-class parents are confident that their voices will be heard by the school
(Hanafin & Lynch, 2002) For example, when disciplinary and academic problems arise at
school, parent-teacher discussions resolve them (Horvat, Weininger, & Lareau, 2003).
In effect, the culture of the middle-class school aligns with the school’s culture.
These schools promote the critical thinking valued by prestigious universities. The
parents’ knowledge, skills, attitudes, and behaviors smooth their children’s progress so
that their children arrive prepared to learn and achieve (Isaacs, 2011). Parents structure
children’s time and organize activities (Rivera, 2011; Snellman, Silva, Frederick, &
Putnam, 2015), develop critical thinking and presentation skills, talk to children as
equals, and convert their expectations into their child’s aspirations. Lareau (2011)
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described this as the “concerted cultivation” parenting style practiced by middle-class,
university-educated professional parents (Lareau, 2011).
Viewed from this exceedingly nuanced and time-accepted standard of parent
involvement in a child’s education, parents who lack the resources to be a part of the
middle class have very little chance of making the grade in the standard definition of
parental involvement. Without these resources, which include knowledge of the
educational system in general, they are less successful when attempting to engage with
their children’s teachers, see little value in volunteering, and are less effective preparing
their children for school and overseeing their child at home.
According to Lareau (2018) working-class schools have lower expectations for
their students, structure the school day and curriculum more strictly, and emphasize rote
learning. Parents lack the general understanding of how schools work but also are
reluctant to seek institutional help (Reay, 2004). Schools devalue the “natural growth”
parenting of the working class (Calarco, 2014; Lareau, 2011) with the aforementioned
result that past studies have not looked at the value of alternative paths to parent
involvement.
Since schools value the involvement that a certain level of social class offers
those parents, it is important to look further into what comprises social class. Social class
includes advantageous cultural values in life, careers, and education that is supported
both at home and in the community. The theoretical underpinning of this view of culture
derives from Bourdieu’s addition of cultural and social capital to the material advantage
of (Bourdeiu, 1986) . Cultural capital is the set of values, skills, and dispositions that
help successfully navigate the educational system. It is expressed through valuable
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resources acquired through membership in a particular social group (Wacquant, 2008).
Education is the main site of social reproduction (Bourdieu & Passeron, 1977). The
education system provides children with an education commensurate with their social
class (Anyon, 1980; Luke, 2010). The school system values the cultural norms of the
middle class (Bourdieu & Passeron, 1977). Their norms align with the expectations of
teachers and the school (Lareau, 2015). As a result, middle-class students outperform
working class, ethnic, and racial populations from poorer neighborhoods and less
resourced schools (Lareau, 2015; Schott Foundation for Public Education, 2012).
However, research into these non-middle class populations have found that these
parents are just as committed to their child’s education but involve themselves in other
ways (Erdener & Knoeppel, 2018), often relying on alternative resources and pursuing
different goals. Studies of non-dominant cultures have identified alternative engagement
strategies (Baquedano-López, Alexander, & Hernandez, 2013) that may balance
academic achievement with cultural and spiritual development that are supported by
different cultural systems, the family fabric, and/or community networks.
Summary of the Parental Involvement Model
From both a school and parental viewpoint, parental involvement includes
activities that take place at school, at home, and in the community. Quantitative studies
generally focus on identifying and recording the particular activities of parents. Some
studies distinguish between school-based, home-based, and community settings, but most
parental involvement models concentrate on activities that support the school’s strategy
for parental engagement, which focus on meeting school expectations and parental
responsibilities from a certain class-structured set of acceptable rules. The studies record
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attendance at meetings, homework oversight, and responsiveness to instructions by the
school as some of the parameters that demonstrate successful parent involvement
(Henderson & Mapp, 2002). Parental involvement is further measured by class
attendance records, test scores, and meetings with teachers. Parents who are successful in
the Parental Involvement model engage as much as possible in activities prescribed by
the school, thereby conforming to school expectations.
Parental Engagement Model
The Parental Engagement model shifts attention from an emphasis on the
educational system’s prescribed list of activities and objectives to investigate how and
why parents engage at school (Barton et al., 2004; Goodall & Montgomery, 2014; Han &
Love, 2015). The research on this model shifts the focus from the school objectives and
its setting to the parent, the child, and the home.
Goodall and Montgomery (2014) distinguish between three types of engagement:
first, the communication of instructional materials from the school; second, engagement
in which the school’s objectives and culture are given precedence; and, third, an
engagement that shifts focus and power to the parental role at home. Engagement exists
on a continuum that, in the normative model, charts the progress of a parent’s
engagement from passive recipient of school instructions to author of her child’s learning
at home.
The research on this model shifts the focus from the school objectives and its
setting to the parent, the child, and the home. Education is broadened beyond the school’s
focus on academic achievement to include other goals, such as the emotional and
cognitive development of a child’s potential. School and teacher communication with
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parents is not one-sided but is rather a collaborative process that accepts parents as
partners. Engagement itself is a multidimensional process involving multiple layers of
social and cultural relationships. Bidirectional relationships, multidimensional patterns,
cross-system supports, and continuities across home and school settings are some of the
terms used to describe the complex interrelationships that combine to influence how and
why a child’s education is shaped by parents, school, and community.
The model hypothesizes that parental agency will improve academic outcomes.
The concept of parental agency has a central place in the conceptualization of positive
engagement. Agency is the power that a parent accrues through inheritance and
experience. Engagement is an ongoing set of actions that reflect a parent’s interest and
capacity, range of choices and possibilities, probability of success, and the benefits of
success. The calculation is the result of a complex set of relationships and interactions
that takes place in a specific context of rules and relationships. Positive engagement is an
ongoing process, built on mutual respect and trust, that results in ongoing, productive,
collaborative and mutually satisfying outcomes. In the educational context, parental
agency is the capacity of parents to effectively engage with teachers, administrators, and
staff.
Goodall and Montgomery (2014) proposed that schools support parental agency.
In general, although the formal rules that guide parent action are set by the school.
Agency is not transferred to parents but more equitably distributed. “The aim is a
distribution of agency so that parents and schools can work together with young people to
support the best possible outcomes” (Goodall & Montgomery, 2014, p. 402). The model
of engagement serves to clarify parental roles and set boundaries and limits for change in
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these circumstances. This model encourages change from both parties. According to the
model, parents will come to appreciate the constraints on schools and teachers; teachers
better understand and appreciate the challenges and strengths of parents.
Engagement can increase a parent’s confidence in her capacity to act in the role
of agent with authority, clarity, and purpose. A satisfactory resolution to any
misunderstanding for all parties is the preferred objective. Compromise is more likely
when issues and actions are defined narrowly and constraints are recognized. A
willingness to continue working together is essential for ongoing progress. Parent and
teacher perceptions of each other are modified in engagement. A parent's perception that
the engagement process itself is productive encourages participation, communication, and
emotional investment.
Goodall and Montgomery (2014) recognized the practical limits of parents’
engagement. The limits are set by the differences between the school’s responsibilities to
all children and a parent’s advocacy for her child. Schools have limited resources. They
educate all students, often in large classrooms and using common texts, doing their best
to address the needs of every student as well as each individual student. In so doing, the
former sometimes appears to lack the ability to successfully achieve the latter. Parents, on
their side, might have a clear understanding of their child but often lack the capacity to
engage the school in regard to their particular child’s issues with confidence and
knowledge. When these two agents of a child’s education encounter this reality results in
unsatisfactory engagement.
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Engagement at this stage might flounder if the agents are unable or unwilling to
reach an agreement. In the case of the most disadvantaged schools, parents may find
engagement disappointing and frustrating.
The limited capacity to fully resolve the different goals of teachers and parents led
Goodall and Montgomery (2014) to propose “that the agency for parental engagement is
not, as much of the literature would seem to suggest, with the school, but rather with the
parent. Or, better yet it is negotiated between schools and parents” (Goodall &
Montgomery, 2014). The author argues that placing educational responsibility primarily
with the parent allows parents to feel satisfied and be more willing to continue working
with schools. This understanding of limitations on both sides can lead to mutually
beneficial solutions and progress toward achieving parental goals aided by school policy.
Goodall and Montgomery (2014) concluded that school efforts to increase
parental engagement should focus on engaging parents in ways that help them improve
their child's learning in the home; they envision parents becoming co-educators as they
take responsibility for their child’s education at home. A parent most often knows the
strengths of her child better than those outside of the family and therefore is clearer about
her educational objectives. Contemporary research supports the idea that the family is the
key to a child’s progress through school (Epstein, Joyce L., 2018; Hornby, 2011;
Sheridan & Kim, 2015). The “messy web of interactions” (Goodall & Montgomery,
2014, p. 400) that marks engagement at school is simplified when the school’s main
effort is to maximize the parent’s oversight at home, where parents’ engagement can have
the greatest effect.
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Barton and colleagues (2004) use the Ecologies Framework to study agency in a
specific context: the interaction of an African-American parent with her child’s middleclass teacher. Barton conceptualizes agency in the following way: parents “activate”
their resources, beliefs, and values by attending a parent-teacher meeting or a school
event. A parent acquires knowledge by observing and engaging other parents, children,
teachers, and administrators. Learning about a school system activates a parent’s ability
to question the school system, observe her children and the teacher, mediate problems as
they arise, and seek help when needed; involvement at school creates fruitful spaces for
engaging and modifying school culture to “express new spaces for engagement in school”
(Barton et al., 2004). Imcn Barton’s (2004) example, effective parental agency required
face-to-face meetings between the parent and the teacher to discuss, over a period of
weeks, remedial help for her child. Building trust and respect took time. Barton illustrated
his model anecdotally: an African American mother worked tirelessly to overcome a
teacher’s prejudice, lack of empathy, and inflexibility. The engaged parent was, in
Barton’s observation, assertive and passionate in her advocacy. Engagement is not
without its difficulties. According to Barton, the parent expressed a pride and resiliency
that, Barton admits, may not be sufficient outside this example. Not all parents are so
resilient, self-assured, and articulate. However, like the parent in the example, Barton
stated that parents need to be informed and ready and willing to devote the time and
effort necessary to successfully engage with a teacher.
The decision to engage is a calculation based on past experience, the quality of
communication, the responsiveness of teachers, and the process for issue resolution
Meetings with teachers, attending school activities, and volunteering are some of the
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experiences that dispose a parent to engage in future ways. The effectiveness of
engagement will include a parent’s resources and capacity combined with an outlook
reflecting the expectation that the engagement will be productive and effective. Factors
that define a positive engagement include the following accepted dictums:
●

Satisfaction is a multidimensional construct

●

Expectations are based on past, present, and future

●

Effectiveness implies responsiveness and collaboration

●

Perspective combines satisfaction, expectation, and effectiveness

●

Strategy of engagement combine perspective with available resources

When these areas are addressed, there is a good probability that the outcome will be
successful and satisfactory.
The following section reviews the literature on these bulleted topics.
Satisfaction
One fact is quite clear: like all responses to a satisfactory experience, parent
satisfaction with their engagement will encourage future engagement. Parents engage
with the expectation that their actions will be effective and productive, which is crucial
since academic success has been distinctly associated parent satisfaction. A survey of
parental satisfaction with New York City public schools found that parent satisfaction
correlates with school test results (Charbonneau & Van Ryzin, 2012). Other studies have
found that parent satisfaction correlates with the quality of the school (Falbo et al., 2003;
Friedman, Bobrowski, & Markow, 2007) and with a child’s well-being (Gibbons & Silva,
2011). A parent’s satisfaction is multidimensional, which indicates the subjectivity of the
achievement of satisfaction when its meaning varies across individuals and what is being
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measured (Hornby, 2011; Charbonneau & Van Ryzin, 2012). For instance, a parent
satisfied with her child’s academic progress may not find parent-teacher meetings
worthwhile. For others, the measure of satisfaction might be an assessment of the
school’s communication on a child’s progress or the number of productive school
activities and opportunities to volunteer (Friedman, Bobrowski, & Markow 2007).
Expectations
As previously stated, engagement has been linked to parental expectations
(Englund, Luckner, Whaley, & Egeland, 2004) so it is important to further explore that
relationship. Low levels of involvement are associated with low expectations (Yamamoto
& Holloway, 2010); on the other side of the equation, low expectations dampen
involvement (Fan & Chen 2001; Lippman, 2008). Because expectations have a strong
influence on achievement over time (Jeynes, 2010, 2014; Jung & Zhang, 2016; Whitaker
& Hoover-Dempsey, 2016), expectations influence a parent’s ongoing goals and her
child’s aspirations. However, the research on expectations is not conclusive; there are
certain factors that do not necessarily fall into place in line with the above. For instance,
Fan and Chen (2001) found that parental expectations correlated with parental
involvement in general but not with parental supervision at home. On the other hand, Lee
and Zhou (2015) found that the persistently high expectations of Asian-American parents
are associated with involvement at home but not at school.
Effectiveness
Parental engagement takes many forms. Parents who are of a specific ethnicity or
race or who are immigrants report that their engagement at school is often ineffective.
Qualifying these groups as disadvantaged parents, research shows that disadvantaged
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parents benefit less from their involvement with teachers and administrators; many report
that their involvement with teachers is not productive (Poza et al., 2014). Problems are
not resolved. Meetings are too short. Often, they focus on problems rather than positive
encouragement. Immigrant families are particularly challenged because of language
issues and cultural resources (Jhou & Zhang, 2016).
Perspective
As expressed in the bulleted list above, an understanding of parental perspective
combines satisfaction, expectation, and effectiveness. These topics are interconnected—
they influence each other, are multidimensional, and any discussion of them can vary,
depending on what is being measured. However, what can be stated is that a perspective
is a holistic set of beliefs and judgements that dispose a parent to engage in a particular
way; it orients or frames how and why parents act as they do (Drake & Barton, 2005, p.
469). It is derived from a complex of multi-layered interactions between parents and the
school, family, and community. As it relates to engagement, the decision to engage
depends on past experience, the present situation, and future prospects. The perspective
combines a parent’s satisfaction with past engagement, expectations that involvement
will be effective, and effectiveness of available resources.
Engagement Strategy
These concepts can be drawn together into a concept of strategy. Adding
Bourdieu’s (1986) concepts of material and cultural resources to the engagement model, I
propose that a parent’s strategy of engagement is a complex calculus that first takes into
account the school’s past efforts, commitment, and responsiveness, then notes the
material and cultural aspects that are available to the parent, and finally evaluates the
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adequacy of fit between the school’s expectations for parents and the parent’s
expectations for the schools. The relationship between involvement and expectations is
complicated. Baseline expectations reflect family resources and goals for children;
different goals define academic success differently. Parents define and measure success
differently. Most schools define success by test results and graduation rates. Parents, on
the other hand, may equally value their child’s moral and social development.
Academic achievement is the result of many factors, relationships, and activities.
The literature has not established a unified concept of which parent activities have a
powerful and direct effect on student achievement across populations. Robinson and
Harris (2014) devised a study to test the validity of a correlation between activity and
achievement. This study’s results noted that even though the parents of two groups of
children were similarly involved, one group of children outperformed the second group.
In this case, the effectiveness of parental involvement differed in two populations that
only differed in ethnic identity. Robinson and Harris (2014) also found that there were no
benefits to children's test scores or grades resulting from most forms of parental
involvement. These findings were consistent regardless of ethnic or racial background or
socioeconomic status. The study went on to say that there were actually more examples
of higher achievement levels among children whose parents were less involved than
among students with higher parental involvement.
The logic behind the theory of expectations is straightforward. A strategy to
increase parental engagement will be more successful if communication runs both ways
so that the school and parents appear responsive to the each other. A parent’s ability to
engage is determined by the cultural, social, and material capital she possesses. Her
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willingness to invest her capital depends on its perceived usefulness toward furthering the
goals for her child. A parent may select one activity over another because it will advance
the goals for her child. A strategy of engagement will reflect the parent’s expectations for
both her child (goals) and for the school (responsibilities). Finally, positive engagement
occurs when participants are responsive and appear so to each other.
The dynamic between parental engagement and expectations occurs in the context
of school, family, and community. School policy communicates school expectations to
parents. Schools encourage engagement through programs that will increase a parent’s
cultural and social capital. A parent’s strategy for her child’s education is set by her
resources, the goals for her child, and her expectations for success. A positive experience
encourages engagement and, over time, may raise expectations.
The Immigrants’ Experiences with Education
Immigrant populations integrate themselves in their new country in different
ways, but for the most part, individuals come seeking citizenship—if not for themselves
then for their children (Orozco, 2018). For most of the late nineteenth and early twentieth
centuries, citizenship meant assimilation—this was the defining pattern for most of the
immigrants who came to the United States in this period. These people emigrated mainly
from European countries and came in particular to the United States because they were
attracted to its social, cultural, and political values.
The picture is more varied today. Although there are immigrants who arrived in
the United States with the idea that they were establishing themselves for life and that
they or their children would be assimilated into the American culture, there have been
others who may be termed as “target earners” or “sojourners” (Orozco-Suarez & Orozco-
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Suárez, 2001, p. 29). Their transnational pathway is temporary. Target earners intend to
return to their country of origin once their working or educational experiences allow them
to reach their earnings target. Sojourners travel between countries, following seasonal
jobs. These different pathways result in various patterns of integration or acculturation
(and even different levels within those patterns) but not necessarily assimilation.
Moreover, even permanent residency no longer means assimilation. A desire by late
twentieth and early twenty-first century immigrants to the United States to maintain their
culture and identity, their diversity, has created different adaptive strategies and goals
(Suárez-Orozco, 2018).
Academic study of immigrant education has been reviewed somewhat separately
from research on other populations, distinguishable from studies of ethnic and racial
minorities. Like many native-born parents, most immigrants arrive with limited material
and cultural capital. However, immigrant populations encounter unique challenges to
their engagement at school: educated, professional parents will be restarting their careers;
less educated parents will find the school system and school culture unfamiliar; a lack of
language fluency makes it difficult for parents to learn, follow, and master school
requirements, schedules, and policies. These issues inhibit parental interaction with the
school and can be an obstacle to a positive home learning environment. Their
involvement will be shaped by their pre-emigrant educational experience. In some
cultures, parents are deferential and inhibited in their engagement with teachers. In
others, parents expect to have a personal, even intimate relationship with teachers.
Volunteering at school is not encouraged in many heritage cultures. Standardized tests
are one area that is more generally (but still not universally) understood; it is a process
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that may be at the very least familiar to some and for others serves as a clear, useful
measure of a child’s progress.
Ogbu (1993) found that immigrant parents’ involvement reflects their educational
and cultural upbringing. Jeynes (2007) found that parental engagement in school varied
across immigrant populations. Latino, Chinese, and Ethiopian parents are reluctant to
assert themselves at school, with the general administration, with teachers, and at
meetings; Latino parents are reluctant to interfere in what they regard as the teachers’
domain (Shanahan, 2015). Chinese immigrants separate education at school from parental
mentoring at home (Zhou, G. & Zhong, 2018). Opportunities for immigrant parents to
engage on their own terms are limited. Their engagement strategies are undervalued by
schools—immigrant parents report frustration with their engagement, saying that schools
are not welcoming, care little for their cultural values, and are not responsive or
understanding of their point of view, challenges, and objectives (Isik-Ercan, 2018).
Faced with these challenges, immigrant populations may find strength in their
heritage culture and turn to support systems located in family and community. Heritage
values are important for newly arrived immigrants. Vibrant, established ethnic
communities often provide role models, a collective identity, and material and cultural
resources that integrate parents into the community and children into local schools
(Wilder, 2014). Studies show that these relationships and the resources contribute
significantly to the academic success of immigrant children. For example, Chinese
parents enroll their children in community programs to support their transition into an
English-speaking classroom (Zhou, 2006).
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To improve success in the classroom, it would appear that parents and children
need to master the skills required to fit into a classroom that operates with different and
unfamiliar rules. However, despite common challenges, immigrant populations engage in
a variety of ways and with varying degrees of success, underlying the fact that ethnic
communities and racial groups value their involvement differently (Dolnicar & Randle,
2005). One result of this is that some groups are more successful than others (Henderson
& Mapp, 2012). Studies cite that Korean immigrants (Kim, 2002) and Asian-American
ethnic groups (Lee & Zhou, 2015) have been particularly successful in involving
themselves with their children’s education.
What are the influences involved that explain these differing results in immigrant
parental engagement? The results are influenced by differences in heritage cultures, the
resources of parents, and the school environment. The following section posits the
differences in engagement through the lens of five topics: (1) Expectations, (2) Language,
(3) Engagement at school, (4) A positive learning environment, and (5) Educational and
developmental goals.
(1) Expectations. Immigrant parents have higher expectations and are more
optimistic relative to society as a whole (Lippman 2008; Childs Trend Data Bank, 2013).
Professional, educated immigrants and those seeking economic opportunity link their
expectations to their children’s education. For most parents, education in public schools
is central to their child’s successful integration into American society. Expectations are
maintained by a supportive home environment built on family unity, parental authority,
and heritage practices (Jung & Zhang, 2016). These expectations transfer to the children
(Lee & Zhou, 2019). Rimkute and colleagues found that high expectations of parents
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raised their child’s aspirations over time (Rimkute, Hirvonen, Tolvanen, Aunola, &
Nurmi, 2012).
However, it is important to note here that in many ways, the immigrant
experience for both the child out in the world and the adult who may not be challenges
the authority of parents. As a result, a parent’s continued influence, which may depend on
maintaining parental authority in the home (Turner & Kao, 2009), may sometimes prove
challenging.
(2) Language. A lack of language fluency causes distress in some parents (Shields &
Behrman, 2004) and may also lower a child’s aspirations (Henry et al., 2008). Lack of
English fluency can be perceived as parental indifference by teachers (Suarez-Orozsco,
2001). But in regard to the child, it may have a positive or negative impact. Children may
become “language brokers” for parents who are not fluent in English (Weisskirch, 2017).
Brokering accelerates the family’s cultural integration. A positive outcome is more likely
when the child’s brokering improves communication between parent and child and
fosters greater confidence in both partners (Valdes et al., 2003; Morales & Hanson,
2005). However, brokering may also produce stress that results in a child’s diminished
respect for parental authority (Umana-Taylor, 2003; Cohen, Ellis, & Smaje, 2001;
Morales & Hanson, 2005; Weisskirch, 2007).
(3) Engagement at school. Immigrant populations’ experiences with teachers and
schools vary a great deal. Immigrant families are likely to have problems understanding
and adjusting to an unfamiliar school culture. The ineffectiveness that immigrant parents
report about their engagement at school and with teachers can be traced to their different
expectations, which leads them to believe that schools are not receptive to their presence.
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These feelings of a lack of trust and respect undermine the parental agency. A study by
Isik-Ercan (2010; 2018), related here, found that Turkish and Burmese immigrants shared
some of the same beliefs about their children’s education: both found the school culture
unfamiliar and the classroom unstructured and casual; both expected greater involvement
at school than they received. Yet their individual experiences with their interaction with
schools and teachers were different. The Turkish parents were more assertive and
adjusted more quickly than the more reserved, deferential Burmese. The educated
Turkish parents found their suburban school unwelcoming, unwilling to learn about their
culture or take advantage of parents’ experience and knowledge; the less educated
Burmese parents frequently met with teachers, went to school meetings, and wanted to
share their culture. However, their unassertive style had little impact on the school
culture—invitations to welcome teachers into their homes were extended but not
accepted (Isik-Ercan, 2018).
(4) A positive learning environment. Home-focused involvement was found to be
an important factor in studies of Latinos (Walker et al, 2011), Ethiopians (Shashe, 2015)
and Chinese (Zhong, 2011; Li, 2001; Shahsan, 2015). Heritage parenting styles, often
identified with strict parenting, respect, and discipline, is not always successful. One
reason for this is that a parent’s ability to oversee a child’s learning is influenced by
language fluency, the education of parents, and their involvement at school (Elias &
Lemish, 2008); immigrant parents who seek success with heritage parenting may very
well lack in these areas. Moreover, as their children, who adapt more quickly and as a
result become independent more quickly (Kerr & Stattin, 2000), become aware of the
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differences in their home culture from that of others, they may begin to rebel. This may
cause their parents to become more controlling and overbearing (Henry et al., 2008).
Invoking heritage, ethnic, and immigrant cultures as a way to explain a study’s
findings can on the other hand also lead to a susceptibility to stereotypical thinking and
research bias. Jung and Zhang’s survey (2015) of attempts to explain the academic
success of immigrant families found that study conclusions often rely on broad and
untested ethnic values as the basis for their explanations. Despite Lee and Zhou’s (2015)
care to avoid essentialist ethnic explanations, their study of Asian-American and Latino
cultures is impressionistic. Q-methodology is a precise instrument constructed to explore
the range of positions on a topic. For example, a Q-methodology study of the early
education priorities of 44 parents in Zhejiang, China showed that “parents valued
children’s physical and emotional wellbeing most, as they believe laying this foundation
is more important than acquiring academic knowledge and skills” (Hu, Yang, & Ieong,
2016, p. 100). The priority of the four groups identified by the study clustered around
such values as: health and well-rounded development; daily routine and care;
environment; and child-centered learning. The ﬁndings contradict the conclusions of
existing quantitative studies that Chinese parents favored teacher-centered, academic
preparation.
Another Q-methodology study of 36 parents in Busan, Korea identified four
strategies they engaged for their children success. The factors were described as:
Autonomy Supporters (support their children’s goals and focus on extra-curricular
activities); Study Supremacists (hard work guarantees quality education and
employment); Apologetic Supporters (feel guilty for their lack of resources); and Value
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Enthusiasts (value character and education). These aspirations were associated with
income: Autonomy Supporters were designated as middle income, Study Supremacists as
high income, and Apologetic Supporters and Value Enthusiasts as low income (Kim &
Bang, 2017). These Q-methodology studies provide a heterogeneous perspective on
engagement within the same ethnic group.
(5) Educational and developmental goals. Parental engagement strategies are
school-initiated programs to involve parents in a positive way. In my study, parental
engagement strategy refers to the different engagement strategies of parents. An
engagement strategy is a plan of action that describes how a parent advances her child’s
education. The meaning of success in this endeavor reflects the values of parents. A
successful strategy is one in which the parent’s culture aligns, fits, corresponds, and
overlaps with the school culture; whether the parent culture aligns further depends on the
alignment or effectiveness of the strategy in the educational environment. Explanations
for the success of immigrant populations often focus on one factor rather than the
constellation of influences.
As Lee and Zhou (2015) point out, an oversimplification occurs in studies that
reduce success to an inherited, essentialist parenting style with an ethnic or heritage
background. Quantitative studies’ reliance on identifying participants by ethnicity and
race is susceptible to generalizations and stereotyping. Racial, ethnic, gender, and SES
are generalizations that obscure the heterogeneity and mutability of any group (Epstein,
2018).
For example, Chua (2011) attributed the Asian-American success to the “Tiger
Mom,” whose parenting style of hard work, rote memorization, and discipline is an
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essential part of what it means to be Asian. Lee and Zhou’s (2015) study of an educated
Asian-American community in California looked at the many factors contributing to their
children’s academic success. Their success occurred despite parents’ lack of English
fluency and low involvement at school. Cultural capital is a complex of frames,
repertoires, toolkits, narratives, schemas, and boundaries that cannot be reduced to
essentialist ideas of race and ethnicity (Lee & Zhou, 2015). The population, emigrating
after 1965, arrived skilled and educated as expected, their children were academically
successful. After thirty years, the community had become rich in social capital with a
population that perceived itself as smart, hardworking achievers. Lee and Zhou (2015)
tied success to three forms of social capital that formed a strategy that was suited to these
parents’ purpose and made use of their strength—educated professionals, strong family
cohesion, and a rich, robust supportive community. Lastly, the authors note that this
population created a collective identity that was associated with academic success—a
value system that was internalized by children, projected into school, and taken up by the
larger world. The collective identity, stereotypically typed as smart, hardworking
achievers, amplified their success. Ironically, Lee and Zhou (2015) suggested that the
strength of that identity had been initially influenced by another stereotypical belief—
Asian Americans perceived themselves as outsiders, easily identified by race and easily
subject to discrimination. The fear of racial discrimination and cultural marginalization
prompted a narrow educational path of study in math and science, and the pursuit of a
career in science with parents and children sharing expectations. The strategy modeled
the main achievement path of the school culture, which was that hard work and study
would result in high test scores, and math and science are disciplines that can be mastered
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with memorization, study, and adherence to the rules of investigation. Families defined
success narrowly to conform to the dominant cultural measure of academic success by
test scores, attendance, and conformity to rules of behavior.
A successful strategy, Lee and Zhou (2015) argued, depended on a shared frame
of reference of parents, children, and the school. Culture operates through frames of
reference or perspectives, in this case the conceptualizations of how parents understand
the educational system. According to Lee and Zhou (2015), successful frames have three
characteristics: first and essential is that the frame of reference is clearly defined. A frame
of reference reflects a family’s resources—a narrowly defined success frame of academic
success is supported and reinforced by the resources and social relations of the AsianAmerican community. Historical, cultural, and institutional elements work together to
provide everything from college preparation courses and tutoring to community role
models. Frames are not inherited but internalized and reproduced; they are not behaviors
themselves but attitudes, perceptions, or predispositions to act in certain ways. These
frames are complex relationships of cultural factors that combine differently across
immigrant populations.
Lee and Zhou (2015) stated that variations will appear within the same
population, reflecting differences, for example, of SES. Even though Lee and Zhou
(2015) found that most immigrant parents and their children value education, the
definition of a good education differed, and these differences are captured in different
frames of reference that appear in a population. The frame of reference will reflect
parents’ goals for their child as a person as well as for success in school (Lee & Zhou,
2015).

38

As stated above, social capital is important to immigrant communities; it is the
main contribution that a community adds to the capital of a family. These “communities”
are the local organizations, the religious institutions, and other groups: Social and
educational capital includes libraries and social platforms; museums, summer programs,
and print media. Social capital is composed of cultural and institutional resources that are
available through social networks that link families to other families and institutions.
“Ethnic capital” is different—it is the resources that compensate for the dominant capital
that members of a community believe they lack (Lee & Zhou 2015). Ethnic capital may
arrive with educated, professional immigrants, reside in religious institutions, and arise in
the community organizations that are established over time. The immigrant community
provides resources, housing and jobs, and after-school and adult programs.
According to Lee and Zhou (2015), they found that the differences in the cultural
frame and the resources used to support it helps to explain why the children of some
Asian immigrant groups get ahead, despite their socioeconomic disadvantage” (Lee &
Zhou, 2015, p. 8321). Their study also suggests the many reasons why socioeconomic
deficits may not be overcome. Other East Asian populations have had less success. They
might arrive with high expectations, but their resources and cultural values resolve into
strategies that prove less successful. Some of these may have satisfactory outcomes,
others not. Other groups may be optimistic but lack a supportive community. They argue
against tying academic success to one strategy and one set of behaviors. A population’s
heritage cultural system, specific parenting practices, and supportive community
resources create alternative strategies using different cultural values and forms of
engagement; not all will be successful.
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In summary, the literature attests to the fact that engagement at school is less
important in immigrant communities. Instead, studies have found, families emphasize
shared values, expectations, and goals. Shared values integrate families into the
community and focus on narrowly defined academic success and the preservation of
heritage festivals and observances.
Conceptual Approaches to the Study of the Immigrant Experience
This survey of the literature on the immigrant education experience follows the
ecological approach developed by Barton (2004) and Goodall and Montgomery (2014).
Engagement was conceptualized as a web of interactions of parents and children with
teachers and administrators (Barton, 2004). The environment included school, home, and
the community (Epstein, 2009; Lee & Zhou, 2014). Parents engaged at school primarily
with teachers in a structured educational environment (or culture) of rules, requirements,
expectations, and rewards. Parents experience their engagement with expectations and a
point of view or perspective. For the purposes of this study, a parent’s perspective is an
outlook, a set of values, and a disposition to act in a way that is calculated to be
productive. Subjectivity is composed of goals, values, and resources. Subjectivity is a
point of view that expresses a value or importance on a personal matter. Agency is the
power to act on the basis of one’s knowledge, resources, and goals. Parents’ agency is the
action taken with the expectation of success. The disposition to act is influenced by the
available material and cultural resources at hand, and the expectation that the engagement
will be productive.
A perspective is the foundation for the strategy or a path parents follow to
advance their child’s education. A strategy of parental engagement is an action plan to
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achieve an educational goal that employs available resources. Some actions are more
valuable than others. A parental strategy of engagement takes into account the
opportunities the learning environment allows, the educational culture, and the practices
and ways that parents communicate, mentor, and support a child’s learning in order to
make strategic choices.
Viewing perspectives from an additional lens, they are holistic conceptualizations
representing a complex of interrelated topics that include the perceptions, assessments,
and calculations formed in the parents’ experiences with their child’s education. The
concept of perspective is a frame of reference, a set of perceptions, and an outlook linked
to expectations, satisfaction, goals, and success. The perspective draws on material,
cultural, and social resources.
This study approached this question by focusing on the perspectives that lay
behind how and why parents engage in their child’s education. Agency was introduced
into this model through the studies such as that of Goodall and Montgomery (2014).
Additionally, Lee and Zhou’s (2015) frame of reference zeros in on particular factors that
constitute perception. The frame of reference for these perceptions is a complex set of
interrelationships that describe a profile or perspective and, from the subject’s point of
view, can be expressed as a strategy for success. The strategy expresses goals, identifies
forms of engagement, manages expectations in light of social and material capital, and
acts with expectations that action will be effective, responsive, and ultimately successful.
Perspectives are similar to Bourdieu’s (Bourdieu, 1977) concept of habitus and to
Lee and Zhou’s (2015) cultural frame of reference. Using Bourdieu’s model, habitus is a
predisposition formed by the material and cultural resources parents bring to bear in their
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engagement with school culture, teachers, and administrators (1977). Bourdieu’s theory
(Bourdieu, 1986) demonstrates the reproducibility of classes, identifying the determining
power of social class that consists of material and cultural resources advantageous to
succeed in the academic environment.
This study identifies six components of a perspective that shape a parent’s
engagement. First, the strategy of engagement is a parent’s plan of action to advance a
child’s education, maturity, and emotional development. School, home, and community
all factor into a strategy. Second, a strategy is shaped by the goals, expectations, and
aspirations parents have for their child. Academic success, emotional and cognitive
development, and life goals are educational values nurtured at school, at home, and in the
community. Third, a strategy is influenced by the material, cultural, and social resources
available to a family. Parents must have the capacity, interest, and willingness to involve
themselves. Fourth, they select forms of engagement that will make a difference. Fifth,
effective engagement at school is likely when schools and teachers are open and
responsive to parents’ efforts, concerns, needs, and values. Sixth, a positive learning
environment at home is built, above all, on shared values, responsibilities, and
expectations between parent and child.
Chapter Summary
This chapter reviewed the literature emphasizing the limitations of the parental
involvement model and the evolution to the parental engagement model. The parents’
point of view and their perspectives are the emphasis in the latter model. The sections on
immigrant arrival and education described the complexity of immigrant parents’
expectations, experience, and understanding of their engagement in their child’s
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education as well as the reasons for the various and unique ways they engaged. Parental
perspective is a complex combination of the influences of material, cultural, and social
capital. The limitation of the literature is the tendency to oversimplify. stereotype,
generalize and speculate about immigrant populations. On the one hand, academic
achievement is strongly associated with class and its material, cultural, socioeconomic,
psychological and geographic associations. On the other hand the mechanisms explaining
their interaction and influence of various factors are difficult to extract from the
correlations of quantitative studies and limited scope of qualitative studies of
heterogeneous populations. The missing factor is the perspective of the parent who must
weigh the effectiveness, navigate the resources, and organize a plan of engagement.
The next chapter on context provides details concerning the education
environment in New York City, including the policies and programs in place at the time
of this study. Additionally, background information of the study participants, all Uzbek
immigrants, is provided, including their pre- and post-immigration experiences.
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CHAPTER 3
CONTEXT
The previous chapter reviewed research on educational inequality, its link to
income and SES, efforts, and programs put in place to narrow the achievement gap. The
literature review also covered studies of immigrants and education. This section looks
specifically at educational inequality in New York City and the efforts of the city to
supplement parents’ educational resources and increase parental engagement. This
chapter concludes with a description of the Uzbek immigrant population and its
community in Brooklyn.
Closing the Educational Achievement Gap in New York City
This study focused on a particular group of New York City immigrants. In
general, immigrants to this city experience educational inequality due to large income
disparities that result in persistent differences in the allocation and distribution of material
resources. Socioeconomic status has an overriding impact on educational outcomes
(Brooks-Gunn & Duncan, 1997; Chudgar & Luschei, 2009; Borman & Dowling, 2010).
Income inequality is significant in New York City and correlates with ethnicity and race
(Center for Latin American, Caribbean, and Latino Studies, 2013; Kaiser Family
Foundation Report, 2017; NYC Mayor’s Office of Immigrant Affairs, 2018). Controlling
for family background, Borman and Dowling (2010) found that poverty and segregated
schools compounded the challenges that disadvantaged families faced in New York City
schools.
New York City is comprised of five county-level districts called boroughs. The
wealthier boroughs and, specifically, certain neighborhoods within those boroughs have
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better schools and more enrichment programs than do the poorer neighborhoods (Schott
Foundation for Public Education, 2012). Housing patterns that separate populations by
income by definition create de facto school segregation. In the case of New York City,
many of the poorer neighborhoods are made up of Black or Hispanic families, which,
given the factors noted above, lead to these students generally attaining lower test scores
than their White counterparts (The Alliance for Quality Education, Educational Racism
Report, September 2018). Predominantly White middle-class schools have more
resources and experienced teachers than those in lower-income populations, the latter
being predominantly Black and Latino (Schott Foundation for Public Education, 2010;
Holzman, 2012).
Several statistical sources demonstrate persistent inequality in educational
outcomes. The National Assessment of Educational Progress (NAEP) report from 2017
showed the proficiency gap in math and reading between White students and Black and
Hispanic students had widened over the prior two years: forty-eight percent of White
fourth graders were proficient in math compared to sixteen percent of Black fourth
graders. In 2019, The Standardized State Exams results in Grades 3-8 showed drastic
drops in ELA and math scores with the lowest scores coming from Black and Hispanic
students (NYS Education Department, August 2019).
In general, immigrant families possess less knowledge about their child’s
education for a number of reasons (Turner & Kao, 2009; Suarez-Orozco, 2018). This lack
of understanding leads to a lack of confidence in the outcomes of the educational process.
Because these factors classify immigrant families as being “disadvantaged,” most
statistical surveys about education commonly group immigrants into the same category as
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other racial and ethnic minorities, even though immigrants, by the very fact that they are
still new to this country, face their own unique economic, sociocultural, and legal
obstacles to the education of their children (Suárez-Orozco 2018). Immigrant populations
establish communities defined by ethnicity and nationality. The socioeconomic (SES)
status of immigrant communities varies significantly. Some of the more established
communities are more diverse, with a mix of educated professionals and working-class
families. These communities tend to be richer in the community resources available for
new immigrant families.
New York City education administrators have knocked on thousands of doors to
encourage parental involvement in schools (Taylor, 2015). The city’s wide-ranging
strategy has included programming devoted to “student wellness, readiness to learn,
personalized instruction, community partnerships and family” (NYC Community Schools
website). The overall goal of their strategy is to prepare parents for a greater role at
school and increased oversight of education at home. Research has shown that levels and
benefits of parental engagement increase when parents are given greater voice and
authority (Goodall & Montgomery, 2014).
According to the New York City Mayor’s Office of Immigrant Affairs, New
York’s school population is becoming increasingly diverse (NYC Mayor’s Office of
Immigrant Affairs, 2018). Multiculturalism among the student population is changing the
city’s school culture and complicating its schools’ mission. Educational objectives,
values, curriculum, and standards are all changing in response.
It follows that an increasingly multicultural student population is a result of an
increasing number of families emigrating to the New York City area from various parts
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of the world. As they take up their lives in that city and enroll their children in school, by
default, their values, beliefs, and experiences will potentially influence school policy and
practices with the intention of bettering their children’s chances for receiving a good
education. But this can only happen if schools are prepared to make use of this kind of
aid. Policies that give a greater voice to parents will succeed only if schools, teachers, and
parents share, support, and work together in a common educational effort.
According to the findings of the 2012 Schott Foundation for Public Education
Report, which examined the conditions in education in all 50 states, the wealthier
boroughs of New York City and, specifically, certain neighborhoods within those
boroughs, have better schools than do the poorer neighborhoods (Holzman, 2012).
Middle-class schools are predominantly white (Holzman, 2012, p. 4), and since housing
patterns separate populations by income, then it follows that predominantly white middleclass schools generally have more resources and experienced teachers than those in
lower-income populations.
Statistics demonstrate that education inequality correlates with SES, ethnicity, and
race (Berkowitz et al, 2017; National Center for Education Statistics, 2015), and studies
support the fact that this is certainly the case in New York City (Center for Latin
American, Caribbean, and Latino Studies, 2013; Kaiser Family Foundation Report, 2017;
NYC Mayor’s Office of Immigrant Affairs, 2018). Since academic achievement reflects
factors of income, ethnicity, and race (Borman & Dowling, 2010; Berkowitz et al, 2017),
admission data about those high schools rated as the best high schools indicates an
education system divided by income, race, and ethnicity (Shapiro & Lai, 2019). Thus, de
facto school segregation is a persistent problem.
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City efforts to address the education gap targeted the school, family, and
community as likely sources of change. In the first year of his term in 2014, Mayor Bill
de Blasio proposed an equity agenda through the Renewal Schools program that
identified parental engagement as the key to improving struggling schools (NYC Office
of the Mayor, 2016). The city offered information in a variety of formats that directly
addressed the nutritional, health, housing, and employment needs of the poorest; the city
also provided pre-K childcare, and summer classes, as well as weekend, summer, and
holiday activities. The New York City Department of Education website publishes a
Parent’s Bill of Rights in 10 languages (including Russian) that advises parents on ways
to involve themselves. Advice includes: reading and storytelling in a local language or
English, borrowing books from the library, attending parent-teacher conferences, meeting
with a teacher, scheduling a time for a child to do daily homework, and planning outings
to museums. The program trained and organized parents to canvas neighborhoods to
encourage other parents to participate in their child’s local school (NYC Department of
Education, 2016). The efforts included changes to the school culture that would give
parents a greater voice. School outreach promoted partnerships and alliances with
community organizations (Office of the Mayor Department of Education, 2017).
The strategic plan focused on expanding the Community School Initiative model
throughout the city. The Community School Initiative has four goals: integrated student
support, expanded learning time, parental engagement, and community collaboration; by
2017, the initiative had established 247 schools across New York City that aimed to put
these goals to work (Office of the Mayor's Department of Education, 2017).

48

Proponents of community schools claimed that these schools create a better
learning environment and build trust and understanding among teachers, parents, and
students (Maier, et al, 2018) and across the school community (Bryk, 2010). An
evaluation of 143 studies of community schools across the country concluded that with
these schools in place, student outcomes improved (Maier et al., 2017). This study found
some evidence to show that community schools: have achieved some of the initiative’s
pillar objectives, have increased parental involvement, have decreased student
absenteeism, and have improved parent-teacher trust and respect (Maier et al., 2017).
However, it does not appear that the advent of the community school has significantly
narrowed the educational gap (Darling-Hammond, 2018). The community school
program, called Renewal initiative, has been plagued by bureaucratic confusion and
uneven academic results since Mr. de Blasio began it in 2014. Though some of the nearly
100 low-performing public schools have shown improved results, many have fallen short
of expectations. The Renewal program itself suggested ongoing problems and instability
that led some parents to seek alternative schools, resulting in enrollment to plummet in
some schools (Shapiro, 2019). The New York Times (2019) reported in October that Mr.
de Blasio was preparing to close Renewal, and that city officials had known that some
Renewal schools were likely to fail but had left most of them open anyway. As a result,
officials essentially kept thousands of children in classrooms where they had little if any
chance of thriving (Shapiro, 2019).
Immigrant Populations
In general, immigrants in New York City experience educational inequality due to
large income disparities that result in persistent differences in the distribution of material
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resources. Socioeconomic status has an overriding impact on educational outcomes
(Brooks-Gunn & Duncan, 1997; Borman & Dowling, 2010; Chudgar & Luschei, 2009).
Immigrant families possess less knowledge about their child’s education, which
undermines their trust and confidence in the education system (Turney & Kao, 2009;
Suarez-Orozco, 2018).
Statistical results from studies on cities include immigrant families in their
discussions of racial and ethnic minorities, which often characterizes them as
disadvantaged. However, the statistics may underestimate the socioeconomic status of
some populations and overlook the language and cultural challenges faced by the
different immigrant populations. According to Suárez-Orozco (2018), immigrant
populations face their own unique economic, sociocultural, and legal obstacles.
The city’s Board of Education has tried to address this issue by producing
immigrant-focused programs that introduce parents to the school culture, graduation
requirements, and policies through booklets and flyers that are translated into at least 10
languages (personal observation after visiting at least 7 schools in District 20 and 21 in
Brooklyn in 2016) and allocating additional funding to support over the phone language
services for parents in over 200 languages (Ruiz, 2015). Interpreters are available at
school and parent-teacher meetings (NYC Department of Education, 2019). Particular
attention has been given to improving the language fluency of parents and children (New
York State Education Department). Bilingual programs are an option in some schools
(New York State Education Department). Suarez-Orozco (2018), in a study on
immigrant-origin children, stressed the importance of a “learning environment that
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nurtures socio-emotional development” (p. 3), which is one of the intended goals of the
community school model.
Uzbekistan Overview
Before its independence, Uzbekistan was a country of a very diverse multi-ethnic
and religious population. Soviet authoritarian rule suppressed religious and cultural
practices. The elite of society, Russian and Soviet party functionaries, held the political
positions. The Soviet educational model was imposed as World War II saw an influx of
refugees into Central Asia. Purges and pogroms were common. Groups left the region, as
exemplified by the 1950’s emigration of Bukharan Jews to Israel and the United States to
escape religious persecution (Ilkhamov, 2013).
Uzbekistan achieved independence in 1991, with the breakup of the Soviet Union.
Communist party member Islam Karimov became the head of the newly independent
Uzbekistan. The Karimov family consolidated power and restricted dissent. The civil
society combined a nationalist ideology with Western influences. In response, heritage
cultural and religious values, including Islam, strengthened in urban centers and rural
communities (Ilkhamov, 2013).
The Karimov government perceived the reawakening of the Islamic culture as a
threat. The massacre in Andijan in the Fergana Valley in 2005 turned what many viewed
as a domestic demonstration against a government that they saw as an authoritarian and
corrupt regime into an extremist Islamic threat that required military policy (Human
Rights Watch, 2005).
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Today, organized religion in Uzbekistan is monitored by the state. During the
Soviet era, the institutions of organized religion had been under the control of the state as
well.
After independence, the state actually discouraged religious practice. As a result,
the more conservative Muslims fashioned their own practice (Human Rights Watch, vol.
8, no. 5, May 1996). Currently, websites discussing religion are very limited so the
majority of knowledge of that subject comes from families and communities.
Ninety-seven percent of the Uzbek population is Muslim. The vast majority are
Sunni, with a very few Shia. The history of Islam is complex in Uzbekistan and the
practice varies. Islam fell under the repression and threats of the early Soviet regime;
only during the time of perestroika, the 1980s period of political and economic
reformation within the Soviet Union’s Communist Party, was the religious ban relaxed.
However even then access was very limited and still under Moscow’s control. The earlier
Soviet period had greatly distorted the meaning of Islam for Uzbek Muslims. Mass
deportations of Soviet Muslims during the Stalin reign and closure of mosques were
followed with intensive Russification of the Uzbekistan population (Botoiarova, 2005).
As a result, the knowledge of Islam and its practice were very weak for Soviet Russified
adults, and especially for the younger generation. The independence period began with
the affirmation of religious freedom and a revival of religious, cultural, and heritage
traditions that would revitalize a nationalist Uzbek identity.
Some Muslims of Uzbekistan today remain Russified. They are mostly members
of the Soviet-era generation and their children who mainly come from the urban areas of
larger cities. However, even within this population, most still follow Islamic cultural
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traditions for weddings and funerals although there is variation in them as well due to the
cultural history of Uzbekistan that has been impacted by Arabs, Persians, and Turks,
groups that add additional variety to the cultural practices of Islam.
The majority of the Muslim population continues to follow the traditions of
Islamic holidays, such as Ramazan and Hayit. Following the independence period, two
major groups of Muslims emerged in Uzbekistan: one group consists of Muslims who
have a more cultural and traditional approach and do not necessarily follow the religious
obligations, such as praying and not drinking alcohol. However, like the Russified older
generation and their families, they still conduct traditional events such as weddings and
funerals according to Islamic rules. The other group that emerged in the postindependence period is more conservative, with members aligning themselves more
strictly with the Islamic codes. For example, religious weddings have no music, dancing,
or alcohol; men and women are seated separately. Conservative practices such as these
are found mostly in the Fergana Valley region. Some patterns are also evident in
Tashkent and Samarkand.
The education system in Uzbekistan continues the legacy of the Soviet era with
compulsory education and free public schools. However, the quality and standards have
fallen since independence (World Bank, 2003). The population of Uzbekistan is welleducated (International Monetary Fund, 2005) for its income level with a literacy rate of
99 percent. The government-spending decline in education affected the pre-school
education system more than the secondary and tertiary education systems. Dadabaev’s
survey in 2003 confirms the high literacy rate and educational level, with only 5.60
percent of his respondents having had an incomplete secondary education, while 33.60
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percent were university graduates (Dadabaev, 2004, p.151). However, Dadabaev (2004)
acknowledges that his survey captured the mainly educated population, citing that as a
limitation of his study.
Russian had historically been the official language taught in schools and
identified with educated professionals. Since the late 1990s, Uzbek has been the preferred
language (Finke, 2012; Tahir, 2011) with the result that Russian and Tajik schools have
closed (Sadykov, 2013). The older generation speaks Russian and Uzbek. The younger
generations may speak only ethnic Uzbek (Tahir, 2011). In addition, Uzbeks living in
Samarkand and Bukhara might also speak Tajik because of the historic Persian influence
in these two regions. Tajik is a Persian language and its speakers are culturally distinct.
Tajik influence has been important enough in the Bukhara and Samarkand regions that its
citizens are periodically pressured to declare themselves Uzbeks (Foltz, 2007). The Tajik
language is not studied in school but transferred orally from generation to generation at
home (observation by the author). In her book Seeking Food Rights: Nation, Inequality
and Repression in Uzbekistan (2012), Nancy Rosenberger provides a historical overview
of Tajiks in Uzbekistan focusing on rises and falls of Tajik Movement, the Uzbek
government insistence on Tajik ethnicity, and complexities of Tajik ethnicity and
assimilation.
English is becoming an important language under the present government’s
interest in Western investment. The Soviet and early independence generations speak two
or three languages: Russian (as part of a Soviet legacy), Uzbek (as local during the Soviet
time and an official language in post-independent time), and an ethnic language for nonUzbeks, such as Kazakh, Tajik, or Uyghur.
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Many younger generation Uzbek immigrants who now live in the United States
do not know Russian. The majority speak Uzbek, mainly coming from urban Tashkent
and Samarkand. Older Tashkent and Samarkand residents may speak Russian.
Samarkand immigrants likely know Tajik as well. Rural immigrants might speak Uzbek
or Tajik. Education is associated with urban centers, and with those who speak the Uzbek
language and sometimes Russian. Tajik speakers are likely to be less educated, with a
work history in agriculture, and might know some Uzbek but little Russian.
Almost all Uzbek immigrants identify as Muslim and value education, the family,
cultural traditions, and holidays and festivals. Vatandosh and the Central Asia Foundation
(CAF), the local Uzbek online-based Uzbek immigrant groups (mostly Facebook and
Telegram), have promoted fundraising for an Uzbek mosque in Brooklyn. Currently
Uzbek immigrants reside in Brooklyn and have access to Saudi and Turkish
congregations only. However, some Uzbek community members would like to have
Uzbek centers and an Uzbek mosque to be able to promote the religion based on Uzbek
culture and traditions and not rely on Saudi and Turkish ones. The influence of these
mosques has not been studied. Although extremist influence is not obvious, an Uzbek
man was responsible for a van attack on pedestrians in 2017 and two men were arrested
while attempting to travel to Syria to join Isis (Bieber, 2017; Ward, 2017).
Uzbek Emigration
Almost 30 percent of Uzbek’s population migrated because of economic
difficulties after the breakup of the Soviet Union; the destinations were Russia, Europe,
and the United States (Yanovskaya, 2008). Emigrating to Russia did not require a visa.
Sixty percent were young adults (16-29 years old). One third had attended university,
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while 31% had a secondary education degree and 26% had a specialized secondary
degree (Yanovskaya, 2008).
From the 1950s until the breakup of the Society Union, legal immigrants to the
United States were religious or political refugees. Those who overstayed student or
visitor visas could petition to adjust their status. This process required money,
professional credentials, and language skills. Work eligibility allowed some to bring their
families. Others sent money back to their families in Uzbekistan.
Since the late 1990s, the US Diversity Visa Lottery program has brought
immigrants from Uzbekistan as part of underrepresented nationalities to the United States
as permanent residents (U.S. Department of State-Bureau of Consular Affairs, 2018).
Applicants had to be over 21 years of age and could bring their dependents. Families with
married parents had a greater chance to win since they applied with two separate
applications with their dependents. The Uzbek families consist on average of 4 or 5
people, including parents and 2 or 3 children (The State Committee of the Republic of
Uzbekistan on Statistics, 2019). See Appendix A that shows the number of entrants per
each registration period once a year. Based on information from the U.S. State
Department in 2012 the number of application entries has increased more than ten times
since 2010. The Appendix A also shows the number of lottery visas issued. The number
increased from 787 in 2003 to 3,199 in 2017. The majority of this increase is from the
Samarkand and Tashkent regions of Uzbekistan. These two areas represent distinct
cultural groups: residents of Tashkent speak Uzbek while the culturally distinct
Samarkand residents speak Tajik, Uzbek, and, if older, Russian as well. As part of the
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nationalization strategy after independence, other minority groups and their languages,
including Russian and Tajik, were suppressed by the government.
The Uzbek Community in Brooklyn
The number of Uzbek immigrants in the United States is estimated to be between
50,000 and 60,000 with the majority settling in Brooklyn and Queens’ neighborhoods of
New York City (American Community Survey, 2019; Vatandosh, 2015). In 2000, there
were 5,033 Uzbekistan-born residents in Brooklyn, according to the American
Community Survey. By 2015, that number increased to 13,651, according to statistics
compiled by Queens College, 2019. Of the 55,177 Uzbekistan-born immigrants in the
United States, nearly half of them (25,657) reside in New York City. It is very imported
to note that it is challenging to find accurate information from one source. Each source
categorizes Uzbekistan or Uzbeks differently, and may or may not have data. For
example, MPI refers to immigrants from Uzbekistan under Asian immigrants (Zong &
Batalova, 2016), while other sources refer to immigrants from Uzbekistan as Russians.
Also, the New York City Data on Immigrants report refers to immigrants as Uzbekistan
Jewish immigrants “from Bukharan community” (p. 55) who immigrated in the early
1990s (The Newest New Yorkers, 2013). The Uzbek community in Brooklyn is a diverse
population located within a larger neighborhood established by Russian-speaking émigrés
in the 1950s. Those arriving in the 1990s were raised by Soviet-style cultural norms.
Today the majority of the Uzbek Diversity Visa lottery winners have settled down
in Brooklyn’s Russian and Orthodox Jewish neighborhoods, and in the Bukharian Jewish
neighborhoods in Queens. The significance of ethnicity is suggested by the separate
concentrations of Uzbeks from the Tajiks. The majority of Tashkent immigrants live
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closer to the Russian neighborhood in Brighton Beach, while Samarkand immigrants
form a large neighborhood in the Ocean Parkway area of Brooklyn. Tajik-speaking
immigrants from Samarkand are concentrated in Midwood and Boro Park. Drivers on
Ocean Parkway pass families and groups of men and women whose dress and demeanor
suggest Americanized, urban youth, with close-knit families with baby carriages and
young men standing together in small groups. Women from Samarkand can be identified
by their loose fitting, long dresses with ishtan pants. One may see a very beautifully
dressed newly married woman in traditional dress. More knowledgeable observers can
identify ethnicity by an eyebrow or hair style.
The impact of immigrants is evident in the changing cuisine of storefront
restaurants. Within the two zip codes of the community, there are at least ten Uzbek
restaurants, such as Domes of Samarkand, Chorsu, Afsona, and Uzbechka. Supermarkets
and stores such as Tashkent and Brighton Bazaar cater to a growing population of Uzbeks
(Robbins, 2017). The Tashkent Supermarket in the Brighton Beach neighborhood of
Brooklyn opened five months ago and serves a growing community of Uzbeks. Local
newspaper Forward reports that Uzbeks are transforming the Russian community of
Brighton Beach (Kordunsky, 2012).
This part of Brooklyn is not a manufacturing center nor is it an easy commute to
Manhattan. And it is distant from the more expensive developments serving much richer
millennials. Uzbek families are resourceful and entrepreneurial, working in and perhaps
owning traditional white collar, small business enterprises. Many work in the community,
particularly in sales, service, and restaurants. Russian and Uzbek languages link the
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present to the established past generation. These speakers have an advantage. Chain
migration deepens these advantages.
The diversity of the population that arrived in the past half century has not formed
an easily identifiable community network to support new arrivals. In 2000, the Vatandosh
Society organized Uzbek-language seminars on banking, taxes, and insurance; however,
lack of funding restricts their activities to social media (Vatandosh Facebook Page,
2017).
Established in 2010, Vatandosh is a network that mainly provides online
informational support for Uzbek immigrants in the United States. During its first years,
Vatandosh offered informational seminars on immigrant-related issues. Vatandosh also
listed its provision of services in matchmaking, funeral services, language seminars, and
educational camps. Today, it is mainly an online source that connects Uzbek immigrants
by discussing the news and issues on various topics. There were two educational camps
organized in the past for Uzbek immigrant children that offered educational activities in
Uzbek and English, taught about Uzbek culture and Uzbekistan, and offered a networking
space for children and their parents. The results of the camp’s success were posted on
Facebook and received tremendous comments and likes from the Uzbek immigrant
community. Services of Vatandosh are not systematic due to unstable funding. Most of
the funding is based on advertisements on their websites. Vatandosh is currently
underfunded and had not been very active in organizing events during the summer of this
study.
The Uzbek-American Community Center was established in 2016, focusing on
promoting educational support for children between 14 to 19 years of age. The center
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offers informational and educational workshops about colleges and universities, including
classes on the SAT and other specialized exams. In addition, the center recently offered
seminars on affordable housing, finding jobs, and financial aid for college. This center is
fairly new and conveniently located in the heart of the Bensonhurst area, which is
accessible to Uzbek community members from different neighborhoods of Brooklyn, and
where most of the participants in this study reside.
Jewish Community Houses (JCH) offers long-established community programs,
some designed specifically for newly arrived immigrants from Uzbekistan. Its popular
programs for immigrants in Brooklyn are conducted in English and Russian. Services
include filing applications for jobs and for health benefits, providing community space
for recreational activities such as fitness centers and pools, offering English language
courses for adults, and after-school programs and summer camps for children. JCH
partners with neighborhood schools. It transports students to and from after-school
programs, some of which assist students with their homework. JCH also offers free and
fee-based lessons in music, science, and sports.
Brooklyn School Districts 20 and 21
The parents in this study belong to New York School District 20 and 21. District
20 schools are some of the most overcrowded in the city (NYC Budget Office, 2019) and
the demands on the district are going to increase due to an increasing student population.
While the district is responding to this with a planned increase of space for 4,500
additional students, this expansion falls short of that needed for the much larger estimated
total of 7,800 new students by 2023 (NYC Budget Office, 2016). With this in mind, it is
important to note that the schools already have well-established translation services, dual
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language programs, and instruction in Russian. Substantial online resources are available
for teachers, administrators, staff, and parents. The New York City Department of
Education’s website www.schools.nyc.gov lists programs offering language learning for
parents, a STEM program for parents and children, and volunteer opportunities at
schools. Translation services are now offered in ten languages.
Chapter Summary
This chapter provided a contextual background to the Uzbek immigrant
population in New York City to which the respondents in this study belong. In addition,
the chapter provided background information about the parents in relation to their country
of origin, including various political, economic, and social factors that influenced
parents’ beliefs and behaviors when faced with the existing environment in New York
City. This chapter also described the existing education policies and programs at the time
parents provided interviews for this study.
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CHAPTER 4
METHODOLOGY
Introduction
My review of the studies in the research literature on parent involvement with
their child’s education found how differently parents perceive, engage, and assess their
involvement. A parent’s race, ethnicity, social class, and cultural exposure all influence
the level and effectiveness of engagement, which by extension, and in a complex way,
affects their child’s academic success. A parent’s engagement strategy is a confluence of
relationships that are formed by experience, shaped by circumstances, and directed
toward advancing their educational goals. Therefore, it follows that improving the
effectiveness of that strategy will improve the outcome of academic success. However,
the results of this study showed that before improvement can occur, schools must work
toward helping many parents overcome their often strongly held perceptions that the
prescribed efforts are not producing effective results.
The overarching objective of this study is to understand the ways in which a
specific population of Uzbek parents whose children attend public schools in districts 20
and 21 in Brooklyn perceive their children’s education experience. How a parent engages
is accessible through quantitative research. Understanding why parents engage in specific
ways requires the methodology and tools that allow the researcher to access and study
parent subjectivity.
Q-Methodology
Q-methodology is a research method that was developed and first used by
William Stephenson in 1935 as a method to explore the subjective viewpoints of
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participants in a research study (Watts & Stenner, 2012). Since the researcher enters a
study without a set of hypotheses or expectations, this feature of subjective
communicability gives the researcher important information about the research subjects’
internal frames of reference by providing participants with an opportunity to express their
personal insights relevant to the situation being studied (McKeown & Thomas, 2013).
Q-methodology, also referred to as Q-sort, statistically measures participants’
subjectivities or perspectives, on a topic (for example parental engagement) based on the
participants’ individual “sort” or arrangement of statements about a topic identified by a
researcher (Frock, 1994). Robbins & Krueger (2000) use the term “point of view” as
another way to understand what is being measured (p. 637). The topic should be a matter
of personal or social importance and according to McKeown and Thomas (1988) and
Stephenson (1953) it should also be a contested one.
Participants express their viewpoints on a topic by ranking a set of statements
from “mostly agree” to “mostly disagree.” This process is followed by correlation and
factor analysis in order to compare the level of agreement and/or disagreement among the
statements and to then naturally establish groups or subgroups of participants based on
their similar viewpoints. These subgroups can be interpreted as perspectives, categories,
or “voices” (Kruger, Casey, Donner, Kirsch, & Maack, 2001) of operant subjectivity
(Stephenson, 1978).
Q-methodology bridges qualitative and quantitative research methods in that it
provides a means for analyzing the phenomenological world of a small number of
individuals without sacrificing the power of statistical analysis (Stephenson, 1983).
Brown (1996) states that its purpose is “to reveal subjective structures, attitudes, and
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perspectives from the standpoint of the person or persons being observed” (p. 565). For
this study, I used the word “perspectives” in two ways: first, as the word for the
participants’ various viewpoints and second, as a term that designates one of three
particular groups of parents (Perspectives A, B, and C) that arose from the analysis of the
responses of individual parents to certain statements about how they form their
engagement strategies.
Another valuable aspect of Q-methodology is that it helps participants provide
information that might at times be difficult for them to express without some kind of
reference point to respond to. It also helps the researcher obtain information without
being overly invasive or requiring the respondents to use vocabulary they might not
possess (Ertel, 1993, p. 2), which in this case was particularly relevant due to the
language barrier issues.
Since Q-sort is an emic approach, an approach that addresses the topic from the
point of view of the participant rather than the observer and seeks to understand how
individuals think about a topic of interest (Brown, Durning, & Selden, 2008, p. 726), its
validity needs to be assessed differently than that of conventional, empirical social
research (Brown, 1999). Conventional social research concerns itself with the explanation
of social phenomena through the measurement of abstract concepts. It seeks to disprove
null hypotheses; it “tests and challenges the validity of theoretical models, and tests and
challenges the usability and performance of the solutions of theoretical problems”
(Bertrand & Fransoo, 2009, p. 294). In this context, in order for a study to be valid, i.e.,
that it measures what it was intended to measure (Joppe, 2000, p. 1), certain criteria need
to be met. These include the explicit a priori statement of the research hypothesis, a
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random selection of participants, the experimental or quasi-experimental nature of the
design, and the objective and the value-free demeanor of the researcher. It is believed that
the strict observance of these criteria ensures that the findings of a study are credible and
can be replicated and generalized to other settings (Salkind, 2009).
In contrast, Q-methodology does not concern itself with a measurement of
abstract concepts nor does it test and challenge theoretical models. Instead, Qmethodology analysis assumes that the object of the study is to uncover human
subjectivity expressed in terms of opinions from a group of individuals. Opinions can
never be specified or measured since opinions by their very essence are “incapable of
being disapproved” (Brown, 2009, p. 239). Q-sort is exploratory and qualitative in nature
and does not seek to generalize the findings beyond the specific group or groups of
participants (Valenta & Wigger, 1997). Every Q-sorting is a subjective operation that
represents that study participant’s perspective only. Each individual’s rank-ordered set of
statements is considered a valid expression of that individual’s own opinions (Valenta &
Wigger, 1997, p. 504).
Given these differences between conventional social research and Qmethodology, it would be inappropriate to determine the rigor of a Q-study by using the
same criteria used to test rigor in the conventional scientific paradigm. Like other
methodologies that depart from traditional paradigms of inquiry, the rigor of Qmethodology is based on trustworthiness (Lincoln & Gube, 1985; Rallis, Rossman, &
Gadja, 2007) rather than validity and reliability. Following the same line of thought as
that of Rallis et al. (2007), the rigor of a Q-study “should be judged not only by how
competently it was conducted (according to the norms and standards of the discipline) but
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also by how ethically it was conducted” (p. 405). Methodological rigor is laid down in
the steps that comprise the process from topic selection through the interviews. The Qsample results from the winnowing down of a comprehensive set of statements using
academic research. Additional rigor includes testing the statements for clarity. Volunteers
can be enlisted to interpret the meaning of individual statements. Actual Q-sorts may
evoke comments or questions by participants that further refine and validate findings.
Interviews provide a final tool to interpret the findings.
As an appropriate mode of inquiry, Q-methodology is well-established within the
research field, including its norms and standards. Since the introduction of Stephenson’s
seminal work in the 1930s (Stephenson, 1953), Q-methodology has been used in more
than 3,000 published works, covering a variety of research topics including psychology,
education, medicine, law, public health, management, urban planning, and conservation
(See The International Journal of Q-Methodology). Additionally, certain academic
associations provide a venue for discussion and debate concerning Q-methodology. For
example, the International Society for the Scientific Study of Subjectivity (ISSSS) is an
organization that brings together Q-practitioners from all over the world. Each year
hundreds of researchers attend the Q-methodology Operant Subjectivity conference. The
Journal of Human Subjectivity and Q-Methodology and Theory are peer-reviewed
publications that comprehensively address subjectivity. Additionally, an electronic
distribution list serves as a means of communication for its more than 600 members who
address the study of subjectivity (Brown, Durning, & Selden, 2008).
Because this study closely followed the protocols of the Q-sort method, the
application of the methodology to immigration communities was a positive addition to Q-
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methodology research. The following sections describe how each step of the research
study was conducted using Q-sort.
Process
The Q-study follows a set of procedures (techniques) and analytical tools
(methods) that can be divided into six steps (See Figure 1). The researcher: (1) identifies
the “concourse” of statements; (2) produces a Q-sample or subset of statements from the
concourse; (3) selects a group of individuals who will do the sorting task (P-sample); (4)
has individuals sort and rank the statements into a structured grid (Q-sort) and follows up
with post Q-sort interview; and (5) analyzes the data from the Q-sort task to identify the
“factors” (Brown, 1993; Brown et al., 2008).

Figure 1. Q-study process for this research
Concourse Development
The statements of a study using Q-methodology should cover the range of
possible opinions or positions on a topic that is socially contested and debated (Rogers,
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1995). After the topic selection, a Q-sort study begins with the creation of a set or
“concourse” (Stephenson, 1978) of items or statements about the topic of study. As one
of the eight postulates of concourse theory states, “[C]oncourse[s] are empirically
grounded” (Stephenson, 1978, p. 25). This means that statements that represent people’s
“verbal and nonverbal” expressions and manifestations can be collected from various
resources (Wilson, 2005, p. 42), including communications such as interviews,
observations, newspaper articles, and online blogs and chats. McKeown and Thomas
(1988) explain that primary sources may include but are not limited to interviews, the
researchers’ own experiences, and group discussions. Examples of secondary sources
include music recordings, photographs, and literature (Brown, 1997; McKeown &
Thomas, 1988).
I relied on the education literature to develop the statements. Epstein’s model
(Epstein, 1991; 2009) of parental involvement activities was the starting point. My
preliminary list of statements was adjusted to reflect the critical reviews of the model and
other research approaches that focused on parental engagement, expectations, and
satisfaction. Finally, the literature on immigrant and disadvantaged populations
introduced the importance of home and community-based activities.
The concourse for this study was made up of statements found in academic
documents (including literature on parental involvement), the NYC DOE School Survey
for parents, education articles (from newspapers and magazines such as The New York
Times and The New Yorker), initial conversations with Uzbek parents in Brooklyn, New
York as well as studies and surveys focused on immigrant communities in order to
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comprehensively represent the different perspectives of parental involvement in Uzbek
immigrant parents’ words and language,.
Sampling the Concourse: The Q-sample
To create the concourse, I extracted approximately 154 phrases, quotes, and
citations about parents’ engagement in their child’s education. This needed to be reduced
to a more manageable number for the purposes of this study. I removed duplicate items
and grouped the remaining items for relevance and similarities in content and meaning.
Selected items came directly from their sources, with no influence from the researcher’s
own reference frame. Since a Q-statement is an opinion statement (Glynos et al, 2009), I
applied criteria for formulating a position statement to allow for the widest expression of
an opinion (a negative, positive, or neutral response) while avoiding any bias that might
promote a negative or positive response rather than a participant’s natural opinion (Watts,
2012; Exel, 2005). The opinion statements should suggest an attitude and associated
behavior, even though behavior is influenced by many factors.
Since opinions, thoughts, or beliefs on a topic can number in the hundreds, the
researcher selects a sample of statements from the concourse and puts them into
categories so the participants can evaluate and sort a more reasonable amount of
information. According to Brown (2005), these categories are used for organizational and
clarity purposes. Kramer (2004) states that the selection of statements that make up the
Q-sample is driven by theoretical considerations. In this case, the statements were
grouped into categories that represented salient aspects of parental involvement. Tagging
statements in this way helps to lessen the number of statements to the point at which each
category is represented by one or more statements. The selection of categories “injects

69

diversity and comprehensiveness into the statement set as it is being composed” (Brown,
2005, p. 200).
Epstein’s model of categories provides the basis for the structure in Table 1. The
categories are: (1) communication between schools and parents, (2) parenting and
learning at home, (3) learning at/outside of school, (4) valuing education, (5) school
environment, (6) collaboration with community, (7) volunteering, (8) decision-making
and understanding, and (9) success (see Table 1. Categories by Types of Involvement and
Matching Statements).
Another model that groups statements into different categories displays a different
structure. For comparison, Table 2 groups the same Q-sample statements into categories
reflecting other aspects of engagement: (1) responsiveness, (2) social capital, (3) cultural
capital, (4) expectations, and (5) satisfaction (See Table 2. Categorization by Parent’s
Responsiveness, Cultural and Social Capital, Expectations, and Satisfaction).
Before finalizing the Q-sample, I did a pilot test of the statements with three
parents. In creating this test concourse of statements, I applied the following criteria: (1)
relevance of items to parental engagement; (2) the focus of statements; and (3) clarity and
comprehensibility in all three local languages. As a result, I formulated the final
concourse, making refinements to the translations. The full set of Q-sort statements in
English can be found in Appendix A. The full set of the Q-sort statements in the local
language (Russian) is presented in Appendix B.
Table 1. Categories by Types of Involvement and Matching Statements
Involvement Categories

Q-Sort Statements That Match the Categories

Communication with schools

1.The way my child’s school stays in touch with me is effective and
sufficient
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2. Teachers and staff get back to me right away if I have a question or
concern
3. Meetings are clear and understandable
4. I communicate with my school if I have questions or face any
challenges in the process of involvement
5. I believe that clear and effective communication is an essential factor
for my involvement in my child’s education
33. I rely on my child for translating school letters and announcements
Involvement at home:
Parenting and learning at
home

6. I cook and take care of my child’s development
7. I check/monitor my child’s homework
8. I take my child to museums and other exhibitions
9. I read to my child at bedtime
29. Despite the challenges I always figure out ways to stay involved
with my child's education
31. I use Internet to learn more about education system, school process,
school programs and reading materials

Learning at/from school

10. I learn important lessons and parenting skills from school meeting
and workshops that I attend.
12. My child’s teacher(s) tries to understand my family problems and
concerns
21. I think if a teacher(s) challenges my child more s/he would do better
in school
22. My child’s school imposes the right amount of discipline and
expects responsible behavior from all students.
23. My child’s teacher encourages the strengths of my child and helps
her meet her challenges
24. School could offer more opportunities for supporting parental
involvement in a child's education
26. My school offers a rich assortment of after-school programs
27. My child does not find the school challenging

Valuing education

11. I tell my child about the importance of education
19. I speak with my child in my local language at home
34. I think that Uzbek culture, traditions, and values are significant for
my child's education and development process
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Collaborating with the
community

30. I rely on the Uzbek community to help us adapt to American culture
28. I rely on my friends and relatives for advice on supporting my
child’s education

School environment

13. My child’s school is a safe place to learn
14. My child’s school respects my culture
15. My child’s school is a welcoming environment for students, parents,
and families
16. School forms important values such as respecting and listening to
elders

Success

25. Standardized testing is the best indicator of progress and measure of
success
20. I expect my child to earn a professional degree (lawyer, doctor,
teacher)

Volunteering

17. I like volunteering at school

Decision-making

32. Schools and teachers know best. Parents and their children should
follow directions
18. My opinion matters when school policies are being discussed

Table 2. Categorization by Parent’s Responsiveness, Cultural and Social Capital,
Expectations, and Satisfaction
Q-sort Statements

1.The way my child’s school stays in touch with me is effective

Responsive

Social

Cultural

Expectat

Satisfact

ness

Capital

Capital

ion

ion

+

+

+

and sufficient

2. Teachers and staff get back to me right away if I have a

+

+

+

+

question or concern

3.I do not always understand (or informed of) meeting, events, and
activities at my school

4. I communicate with my school if I have questions or face any
challenges in the process of involvement
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+

5. I believe that clear and effective communication is an essential

+

+

+

+

+

factor for my involvement in my child’s education
6.I cook and take care of my child’s development so s/he can
succeed in life
7. I check/monitor my child’s homework

8. I take my child to museums and other exhibitions

+

9. I read to my child at bedtime

+

10. I learn important lessons and parenting skills from school

+

+

+

meeting and workshops that I attend.

11. I tell my child about the importance of education

+

12. My child’s teacher(s) tries to understand my family problems

+

+

+

13. My child’s school is a safe place to learn

+

+

14. My child’s school respects my culture

+

+

15. My child’s school is a welcoming environment for students,

+

+

and concerns

parents, and families

16. School forms important values such as respecting and listening

+

+

to elders

17. I like volunteering at school

+

18. My opinion matters when school policies are being discussed

+

19. I speak with my child in my local language at home

+

20. I expect my child to earn a professional degree (lawyer, doctor,

+

teacher)

21. I think if a teacher(s) challenges my child more s/he would do
better in school

73

+

+

+

22. My child’s school imposes the right amount of discipline and

+

+

+

+

expects responsible behavior from all students.
23. My child’s teacher encourages the strengths of my child and
helps her meet her challenges

24. School could offer more opportunities for supporting parental

+

+

+

+

+

involvement in a child's education

25. Standardized testing is the best indicator of progress and

+

measure of success

26. My school offers a rich assortment of after-school programs

+

+

27. My child does not find the school challenging

+

+

28. I rely on my friends and relatives for advice on supporting my

+

child’s education

29. Despite the challenges I always figure out ways to stay

+

+

involved with my child's education

30. I rely on the Uzbek community to help us adapt to American

+

culture

31. I use Internet to learn more about education system, school

+

+

process, school programs and reading materials

32. Schools and teachers know best. Parents and their children

+

should follow directions

33. I rely on my child for translating school letters and

+

announcements

34. I think that Uzbek culture, traditions, and values are significant
for my child's education and development process
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+

Research Participants (P-sample)
A criterion for parental inclusion in this study was that participants had emigrated
from Uzbekistan within the past ten years and were the primary caregivers of children
attending elementary or secondary school. I relied first on a combination of convenience
and snowball sampling (Onwuegbuzie & Collins, 2007). I knew some parents from the
Uzbek community who were willing and available to participate. I asked them to recruit
or recommend more Uzbek parents. I then used a maximum variation scheme
(Onwuegbuzie & Collins, 2007) to include different ethnic groups (Uzbek, Tajik, Tatar,
Russian), knowledge of languages, length of time in the U.S., and social class. Targeted
sites for recruitment were schools, hair and nail salons, an Uzbek grocery store, and
neighborhood restaurants.
Q-methodology addresses recruitment and selection of participants differently
than conventional statistical approaches. Since the objective is to disclose the possible
range of positions on a topic, selecting participants likely to demonstrate a diversity of
positions would result in distinct perspectives. The perspectives make no claims about
what most people think, or the percentage of the population that holds one position or
another. My knowledge of Uzbekistan cultural, ethnic, and demographic differences
helped me select a broad range of participants.
I approached more than forty parents in the community to discuss their inclusion
in the research. Several declined for personal reasons. My recruitment objectives reduced
this number to twenty-five. I included participants from the Tashkent, Samarkand,
Bukhara, and Namangan regions of Uzbekistan. I selected a cross-section of
professionals, workers, and stay-at-home parents. Recruiting male parents was difficult.
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Twenty parents completed the Q-study within my two month time frame. I
learned that five parents were too busy to complete the form. However, Q-methodology
does not require large numbers of participants. The general rule for a P-sample is that it
contains at least half the number of the Q-sample (Watts & Stenner, 2012). In this study
with a Q-set of 34, the P-sample was twenty, thus exceeding the general rule requirement.
I gathered information on length of residency in the United States, city or other
place of origin, language preference, and English proficiency. I assessed the participants’
knowledge of the English language by asking them to identify to what extent they could
express themselves in English. In some cases, I chose to converse more lengthily with
them to arrive at my conclusion about their English-speaking capabilities. I ranged their
abilities on a scale of poor to advanced. A Poor level indicated that while they knew a
few words, they generally did not speak or understand English. A rating of Good meant
that the person understood English and could, on a basic level, express themselves in that
language. Advanced indicated that they were fluent in English.
Place of origin and language preference produced a collection of parents that were
demographically diverse in economic and educational terms. Nineteen were female,
eleven parents had received university degrees, eight had degrees from vocational
schools, and one had completed high school. Two participants had lived in the U.S. for
more than seven years, fourteen between three to five years, and four between one to
three years. Most of the participants were between the ages of 24 and 44 (see
Demographics in Appendix C).
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The Q-sort
In the Q-methodology, once the statements for the Q-sample have been selected,
the statements, written on cards, are presented to participants for sorting. A prompt called
the “condition of instruction” guides the participants in the sorting task—for example the
instruction to “Sort the statements according to how much you agree or disagree with
each.” The condition of instruction for this study was the following: “Please read each
statement carefully and decide whether you agree, disagree, or have a neutral opinion,
and then place it in the corresponding column drawn on a piece of paper. Please sort all
34 statements” (See Appendix E for Condition of Instructions). The condition of
instruction determines what perspective participants will apply when accomplishing the
task.
To make the process easier, I asked participants to begin by dividing the
statements into three categories (agree, disagree, and neutral). After this process was
done, the participants then ranked the statements from each category into the Q-sort
distribution grid with the shape of a quasi-normal distribution (See Figure 1). In other
words, participants can place fewer statements at the far left (most agree) or far right
(least agree) of the grid. More statements will be positioned in the middle or neutral area.
The shape of the grid facilitates the factor analysis. That is, forcing participants to limit
“strongly agree” and “strongly disagree” will produce meaningful distinctions within and
across sorts.
For the study, the participants rank-ordered the statements along a continuum
from “most agree” (+4) to “most disagree” (-4). Figure 1 shows a typical Q-sort
distribution and is the model I followed for this study. The participants were thus
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“forced” to make a decision about which statements they most agreed and disagreed with,
with only a small number of spaces on each end of the continuum for the strongest
positions. In general, participants in studies using this model place statements in the
middle of the grid if they have a more neutral attitude toward them. A quasi-normal
distribution sample of this study’s participant responses can be found in Appendix F.

Figure 2. Q-sort distribution used for this study
Q-sort Interviews
As recommended by Brown (1993) and Watts and Stenner (2012), after each
participant completed the sort, I conducted a post Q-sort interview. Through open-ended
questions, I invited comments about participants’ placement of statements in the Q-sort.
This interview process offered an opportunity for reflection and commentary by the
participants and increased my ability to better interpret their responses for the data
review. For example, it was only through the interviews that I learned the different
reasons as to why some parents felt that school meetings were not effective for them
(Statement 3) or why they did not read to their children (Statement 9).
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Since I am a native speaker in Russian, Uzbek, and Tajik, I conducted the Q-sort
interviews in the appropriately applicable language. This ensured that all statements were
correctly translated and that the interviews were conducted in the language each
participant understood and could comfortably converse in. Many participants preferred
speaking Russian and Tajik; only a few participants who were monolingual in Uzbek
preferred instructions and Q-sorts in Uzbek. The translation process included the
application of cultural aspects of some words and statements. For example, the word
“volunteering” is affiliated with the Uzbek “hashar” or the Russian “subbotnik,” which
defines a process that calls for everyone to clean the streets and roads on a mandatory
basis. Therefore, I did not translate the word “volunteering” into the local language and
instead used its Russian internationally understood equivalent “volonterstvo,” explaining
further to some participants who asked what that meant.
I recorded the post Q-sort interviews on an audio recorder. However, 11
participants were reluctant to be audio-recorded. In those cases, I took notes during the
interviews and then returned to them later to include as much of what they said as
possible. For each interview, I created an Excel worksheet for reporting their responses.
The interview process took from one and one-half hours up to two hours, depending on
the parents’ willingness and availability to delve into the Q-sorts and answer the post Qsort questions. Some of the responses were short, while some contained substantial
background information and the respondent’s reasoning behind each Q-sort. I created a
single worksheet for each parent. In addition, after completing the factor analyses, I
created one master worksheet listing the three perspectives (participant groupings) with
responses from all parents.
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In addition to the statistical data retrieved, I also had an opportunity to observe
environments, people, activities, and relations at home and at work since most of the post
Q-sort interviews were conducted at a location chosen by the participants. For example, I
observed activities and interactions with their children, clients, friends, and relatives. This
added validity to the need for trustworthiness in a Q-methodology study. I used my
observations to clarify and support the data entered in the Q-sort forms and the post Qsort interviews. For example, I noticed some parents had many books in local languages
in their living room. This provided additional evidence in support of Q-sort Statement 9:
“I read books to my children in Uzbek and English.” In one case, the interview was
scheduled at the parent’s workplace, which allowed me to observe the workplace impact
on that parent.
Ethical Consideration
Context-specific Ethics
Access to this research would have been difficult to obtain without the trust of the
Uzbek immigrant community. I was welcomed by parents in the community because of
my academic credentials and, most of all, because I was considered to be one of them—
an insider. I am an immigrant from Uzbekistan, with family in the neighborhood, and a
child attending the Brooklyn public school system. I was regarded as someone trying to
help the community because I shared the participants’ cultural heritage and current
location. I was one of them: able to converse in their preferred language, knowledgeable
of Uzbekistan, and familiar with the neighborhood and often their friends. Despite
significant constraints on their time, participants were willing to spend several hours
performing the Q-sort and discussing their rankings.
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However, I also consider myself to be an outsider in the sense that I have been in
the United States longer than any of the participants and have lived and worked outside
of this Uzbek community for extended periods over many years. I have, however,
maintained a connection to friends in that community. To avoid any bias and to extend
my understanding of the differing perspectives of Uzbek parents, I intentionally tried to
recruit participants outside of my friends’ circles. The extent to which I shared a cultural
understanding with the subjects of this study coupled with the amount of time I have
lived outside of Brooklyn’s Uzbek community provided me with a balanced awareness of
sensitive issues as well as the ability to maintain the objectivity necessary for any
successful research.
Uzbekistan immigrants are not accustomed to being interviewed. Most Uzbeks
are reluctant to provide personal data, generally cautious toward government institutions,
and limit answers to the necessary requirement. For example, some people asked if I was
collecting data for the Embassy of Uzbekistan. My response was that participation was
anonymous. No personal information was collected. The research was supported by my
university and that the results would be part of a university-supported dissertation. I
explained that the objective of the research was to give voice to parents’ experiences with
their child’s education and that the findings would help academics, teachers, and
policymakers. I expressed optimism that our community would benefit from the results
(Wall & Overton, 2006).
The trust I hoped to earn in these initial contacts was rewarded with the
willingness of participants to invite me into their homes or workplaces to conduct the
interviews. According to Uzbek tradition a guest should bring a small gift, perhaps Uzbek

81

flatbread, when visiting a home. I made a point of bringing a small gift as a way to
remember the process and time they spent with me. On their part, parents would, without
exception, offer tea and sweets that we finished in the course of the interview. The
warmth that welcomed my visit created an engaging, open, and honest atmosphere.
Some participants preferred not to be recorded. A few expressed discomfort with
the idea. Others simply demurred. For most participants it was their first participation in
“real pure” research as opposed to government and consumer surveys driving the process.
I am aware of Wall and Overton’s caution about the difficulties of applying Western
ideas of research ethics in the interview setting and research process for Uzbek
participants (2006). In the case of this study, however, I am confident that my
participants were sincere, open, and honest. Some participants were pleasantly surprised
that their stories, opinions, and feelings mattered to me and were important for this
research. I promised to send them a link to the dissertation after its publication.
At the start of this research, my child was enrolled in a Brooklyn, New York
middle school. If I had not chosen to research this topic, I could have been a participant
in this study since I qualify for the parameters that I set for engaging participants.
Although never present in a leading way, my experience with public school was of great
help when conducting interviews of parents whose own experiences, challenges, and
successes were familiar to me. As a result, the Q-sort methodology used in this research
produced a complex study and a nuanced set of conclusions.
My selection of participants began with parents I knew from the school and the
neighborhood. In the future, a different selection might distribute participants differently
and the resulting perspectives might be different, providing a comparison study for
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further discussion of this subject. Indeed, the Q-sort methodology suggests that
understanding increases with the accumulation of studies. The point to be made,
however, is that each perspective is valid regardless of the distribution of participants.
As a graduate of Uzbekistan’s Samarkand University, an émigré to the United
States, and the parent of a child who was enrolled in a New York public school, I have a
personal interest in the immigrant experience, admiration for all newly arrived families,
and an appreciation for the efforts made by New York City and its public school system
to engage families more actively in their children’s education. My study endeavored to
provide a better understanding of the different ways that parents can productively engage
with their children’s school. I hope that my conclusions will help administrators fashion
policies that build stronger relationships with parents in general and immigrant
communities in particular.
Procedural Ethics
This study was conducted under the auspices of the University of Massachusetts
Institutional Review Board (IRB) following all policies and procedures set forth by the
IRB. Participants were asked to review and sign a statement of consent, which provided
information about the survey and explained expectations for the study. In order to protect
the participants of the Q-sorts and the post Q-sort interviews, the following ethical
measures were implemented:
-

All participants signed a consent letter in local languages prior to
completing the Q-sort or participating in a post Q-sort interview. The
English version of the consent form is presented in Appendix H
(Appendix H Informed Consent Form). The Uzbek version of the consent
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form is presented in Appendix I (Appendix I Informed Consent Form in
Uzbek).
-

All participants were informed that they could refuse to participate at any
point of the study.

-

Participants were labeled with numbers and all personal information was
removed from any records.

-

All data, including audio recordings, were saved in a password-protected
computer that only I had access to.

-

All physically signed and printed documents and audio recordings were
stored at my home.

The study did not involve the schools or their teachers in any way. Nor will the
data collected be shared with the school until it is made public through publication.
Students were not involved in the study. The results will be published as a Doctoral
dissertation submitted to the Graduate School at the University of Massachusetts.
Participants have been identified by names other than their own or by numbers.
Participants were able to omit answers to any question(s) and were able to leave the
project at any time.
Data Analysis
Q-sort analysis
Data obtained from the Q-sort were analyzed using the PQ Method, a free
software tool created for conducting Q-studies (Schmolck, 2016). Data analysis in Qstudies occurs in three major steps: correlation, factor analysis, and factor rotation and
scoring. The results of the analysis identify similar patterns of sorting shared by groups of
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individuals. These sorting patterns are the “factors,” which are given labels and
descriptions to elucidate different points of view and ways of thinking about the topic
under study. According to Brown (2005), “These procedures reveal the number of
distinct ways of thinking in which the statements tend to be grouped, or, effectively,
produce subgroups of people who tend to answer in similar ways” (p. 200).
Finally, I identified and named each factor that emerged from the factor analysis,
described and compared the factors in relation to each other, and then examined the
agreement and disagreement among the constructs. Each of the analysis steps is described
in more detail below.
Correlation
Using the PQ Method, I first calculated a correlation matrix to compare the level
of agreement among 34 sorts. A correlation matrix is made up of all the viewpoints that
the participants have produced. This matrix displays the relationships that pertain to all
the Q-sorts including their nature and extent (Watts & Stenner, 2012). This matrix helped
me to compare the level of agreement and/or disagreement between the individual sorts
(of the 34 sorts). The resulting matrix is discussed in Chapter Five, Findings.
Next I conducted a factor analysis on the correlation matrix in order to group
together one factor of Q-sorts with similar ranking (Barry & Proops, 1999; Brown, 1993;
Doody et al., 2009; Exel & de Graaf, 2005). An exploratory factor analysis helps to
reveal the factors’ influencing variables to determine which variables “go together.” The
final number of factors is determined by the analysis of these components. An
exploratory factor analysis was suggested by the project’s research questions, the
underlying theoretical framework of the research design, and detailed knowledge of the
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literature. I had a general idea about the results that my study would produce and several
suggested hypotheses that would be tested. The final number of factors, however, is
determined by the data and my interpretation of the factors. The exploratory phase tries
out various lines of analysis, factor loadings, scaling, and sampling.
Based on the factor analysis in this study, an initial set of eight factors emerged.
At this juncture, I performed a Varimax rotation on the identified eight factors. A
Varimax rotation analysis reveals further correlations among the initial set of Q-sorts in
order to determine a final set of factors. In this case, the Varimax rotation resulted in a
final set of three factors. Reductions occur because the rotation ensures that “each factor
only contains Q sorts that are highly correlated with each other and that are uncorrelated
with the remaining Q sorts” (Doody, Kearney, Barry, Moles, & O'Regan, 2009, p. 1132).
The criteria for selecting factors for final analysis included that they had values of greater
than 1.0 and that a minimum of two Q-sorts loaded significantly (Brown, 1980) on that
factor alone. The analysis yielded three distinct factors or sorting patterns, which in Qmethodology are referred to as perspectives, voices, or discourses. The results of these
analyses are presented in Chapter Five, Findings.
Q-sort Interviews
After I completed the Q-sort analysis and identified the three perspectives, I
began the interview analysis. In Q-methodology the goal of the post Q-sort interview is to
facilitate interpretation of the factor arrays that result from the analysis “using the
participants’ rationale” (Gallagher & Porock, 2010, p. 298). I started by matching data I
received from the post Q-sort interviews with the statements highly ranked in respective
factors. For example, Figure 3. Factor Q-sort values for each statement located in Chapter
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5 Findings shows that Statement 1 the highest ranked statement in factor 1 was, I expect
my child to earn a professional degree (lawyer, doctor, teacher). In this case, the
interview excerpts helped me identify the reasons behind their ranking of this statement
in the Q-sort grid. One of the reasons that emerged from the post Q-sort interviews was
that the participants’ ranking of this statement was consistent with their personal
background. As an example, most of the parents who converged in this factor held
professional positions in Uzbekistan before they arrived in the United States. From
observations and additional interview questions, I also found that these parents were
trying hard to obtain a professional status in the U.S. by attending professional courses
and certification classes; some, for example, were seeking nursing certification while
others were seeking accounting certification.
The lowest ranked statement in these factors was Statement 30: I rely on the
Uzbek community to help us adapt to the American culture. Analyzing each parent’s post
Q-sort interview elucidated their rationale for their ranking of this statement. First was
the idea that the Uzbek community was young and growing and did not have enough
experience to provide support. Some parents did not have a sense that the immigrants
from Uzbekistan were forming a community. A third response referred to the Uzbek
community as an institution and mentioned that there were not “Uzbek Community
Houses” to provide a support system as did the existing Jewish community homes.
During the interview analysis, I also reviewed the distinguishing statements,
which according to Shemmings and Ellinsen (2012) are statements with scores that are
statistically unique for a specific factor. The decision to declare one of the participant’s
statement choices as a distinguishing statement is based on ranking. When a participant
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ranks a statement in the highest rank (e.g., Statement 1, I like reading to my child checked
of as “most agreed),” and this ranking significantly differs from the other participants’
rating of this statement, the statement becomes a distinguishing statement. For example,
Figure 3. Factor Q-sort values for each statement located in Chapter 5 Findings shows
that Statement 1, I like reading to my child, was placed under the +4 column by the
participants who loaded on factor 1, but was placed under the -4, -3 and –1 columns by
the participants who loaded on factors 2 and 3 respectively. This shows that participants
who loaded on factor 1 liked reading to their child much more than those who loaded on
the other three factors. I searched the transcripts of participants for references related to
the distinguishing statements only, since these statements define the attitude of that group
of people (Gallagher & Porock, 2010).
Searching for data that supported these statements and provided their rationale
was central to understanding these parents’ experiences that helped define their behaviors
and their ensuing strategies for their education involvement. I also used my notes to
compare similar Q-sorts and reasons behind those sorts across factors. For example,
Factors 1 and 3 revealed similar results to that of Statement 9, I read to my child. After
comparing the interviews, I learned that the reason why some parents did not read to their
children was that in factor 1, most parents mentioned that their children were grown up
and they did not read books to them, but instead, they directed them to read a book. Some
parents mentioned that they did not have time. Parents in factor 2 remarked that they did
not have time, and some mentioned that they could not read books in English. Parents in
these two factors chose Statement 4, I tell my child about the importance of education,
equally as the most important and they had very similar reasoning behind this choice.
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These parents believed in this statement; however, the results of their actions that were
visible from the Q-sort statements, such as doing homework, ability to communicate with
school, and communication with their children showed two different strategies and
approaches taken in order to support their child. Parents in Perspective 1 had the
resources and ability to support their children academically, while parents in Perspective
2 did not have the resources and capacity to directly support their children academically
due to language and system knowledge barriers, relying instead on cultural upbringing
and local traditions.
Limitations of the Study
Q-methodology is an accepted form of research, yet it is not without its
limitations. Militello and Benham (2010) discussed some of the limitations that can occur
when using Q-methodology, including that a pre-determination of the statements may
limit the number of accounts available to respondents. Q-methodology relies on the
honesty and integrity of those participating in the study and is a methodology that limits
uncertain responses by requiring forced distribution.
Additionally, Q-methodology studies are not considered to be effective for
generalization purposes. Due to the small sample size there can be questions concerning
reliability that may restrict the applicability of the results to only identical situations. A
limitation of this study concerned the factor of recruitment due to limited access to
potential participants and the restrictions engendered by cultural norms and experiences.
Even though I had close ties to Uzbeks in Brooklyn, New York, there was no one specific
place there, such as a community center serving Uzbek immigrants, where I could recruit
additional Uzbek parents for the study. Recruiting Uzbek male parents was also
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challenging due to cultural norms. Uzbek immigrants are in general very sensitive to any
research or questions due to tight government control in Uzbekistan. Also, some parents
refused to be audio-recorded during the post Q-sort interviews for perhaps related
reasons.
An additional limitation to this study was the fact that I was a novice researcher.
This was the first time I had used Q-methodology as a research model. Additionally, my
personal experiences, contextual knowledge, and perceptions of the issues might have
further limited how I collected and interpreted the data.
It is important to note, however, that this study is valuable as it is the first research
of its kind that studied members of the U.S. Uzbek immigrant community and their
interactions with schools. This study also presents themes and questions for future studies
in the area of U.S. schooling and immigrants vis a vis parental engagement.
Chapter Summary
In this chapter, I discussed the Q-methodology that was used to reveal
experiences of Uzbek immigrant parents with their children’s education. I discussed the
rationale and the background for using Q-methodology. In addition, I explained the
process as to how the Q-statements were created and who comprised the P-sample. I also
discussed the validity of Q-methodology, the researchers’ subjectivity, and ethical
considerations and limitations of the methodology. In Chapter Five, Findings, I detail the
qualitative and quantitative results from this study.
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CHAPTER 5
FINDINGS
Introduction
The purpose of this study was to determine Uzbek immigrant parents’ experiences
with their child’s education in New York City public schools. The research questions for
this study were:
1. How do Uzbek immigrant parents perceive their engagement with their child’s
education?
2. What factors influence an Uzbek immigrant parent’s perspective of their
engagement with their child’s education?
3. How does an Uzbek parent’s perspective define an engagement strategy?
A Q-sort methodology was used to determine answers to these questions about parent
strategies by statistically measuring parents’ subjective perspectives. The Q-sorting
identified three perspectives that informed the findings of this study. Perspective A:
Perceptions Aligned with School Expectations; Perspective B: Perceptions that “Struggle
to Fit”; and Perspective C: Perceptions Built on a Religious Belief System. The
perspectives related to parents’ choices of activities and beliefs, and the reasoning behind
the strategies they used to ensure that their children received a quality education. The
results of the research shed light on the many aspects of parental involvement and parent
education in U.S. schools from the parents’ perspectives and particularly addressed the
existing problems that immigrant groups face in light of their children’s schooling.
This chapter consists of a detailed presentation of the findings from the Q-sort
process and post-sort interviews with Uzbek parents. The data collected for 20 Q-sorts
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was entered into the PQ Method (Schmolck, 2016) and three factors, which I referred to
as three different “perspectives” were identified. Post-sort interviews helped to provide
additional support for the quantitative results. Perspective A aligned with the schools’
expectations of parents and focused on children’s testing and grades. Since this group of
parents had the means both educationally and financially, they provided their children
with many activities outside of the school hour ones, including homework oversight and
those of a more city-available nature. Perspective B focused on the Uzbek heritage
cultural belief system and values. The findings suggested that while the participants
believed that education was important, they also admitted to a lack of understanding of
the school system and therefore could offer limited educational support to their children.
Perspective C was more positive about the strength of their heritage culture. Though not
so sure about their need to engage at school as parents, they were confident that their
children’s resilience on them as well as their self-reliance was enhanced by a shared,
holistic family culture. This perspective expressed a cogent vision for their children’s
future that valued emotional development as much as academic success. Parents in this
group separated the school’s authority on academics from the family’s responsibility for
the development of a child. Cultural values were formed in a home that provided a family
life that included reading books, going to museums, and preserving the heritage culture.
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Correlation Matrix
Using the PQ Method, I first calculated a correlation matrix (See Appendix J.
Correlation Matrix). The correlation matrix measured 20 x 20 based on the number of
participants (n=20). This matrix helped me compare the level of agreement and/or
disagreement among the 20 sorts. Appendix J displays correlation coefficients ranging
from -1.0 to +1.0. A correlation of +1.0 represents two sorts that were identical, i.e.,
every card would be in the same column. A correlation of -1.0 represents perfect opposite
sorts. These sorts would have all cards falling on the exact opposite column as another
sort. The findings extrapolated from the Q-sorts in this study are presented later in this
chapter.
Table 3 provides an abbreviated display of this study’s correlation matrix. In this
truncated matrix, Participant 14 and Participant 19 display the highest correlation with a
.63 coefficient. Participant 3 and Participant 2 display a non-correlation with a coefficient
of .03.
Table 3. Correlation Matrix Between Sorts
Participant

P1

P2

P3

…

P13

P14

P19

P1

1.0

.41

.57

…

.60

.45

.51

P2

.41

1.0

.03

…

.49

.36

.31

P3

.57

.03

1.0

…

.21

.29

.37

…

…

…

…

…

…

…

P13

.60

.49

.21

…

1.0

.62

.14

P14

.45

.36

.29

…

.62

1.0

.63

P19

.51

.31

.37

…

.14

.63

1.0
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Factor Analysis
I conducted a factor analysis on a correlation matrix to group Q-sorts with similar
rankings (Barry & Proops, 1999; Brown, 1993). A factor analysis on a correlation matrix
groups together Q-sorts with similar rankings into a factor. Each factor represents a group
of individual points of view that had high correlations with each other or did not correlate
with other factors. In this study, an initial set of eight factors emerged (Appendix K.
Unrotated Factor Matrix).
I then performed a Varimax rotation on identified factors to determine a final set
of factors. The Varimax rotation analysis revealed further correlations among the initial
set of eight Q-sorts, thus yielding a final set of three distinct factors. I refer to these as
perspectives. Table 4 shows the factor loading for each of the three Varimax rotated
factors. Significant loadings are in bold. Significant loadings are calculated based on
standard errors where =1/34, where n= the number of statements. For n=34 statements,
SE= 0.176. Loadings in excess of 2.58(SE) =0.45 are significant at the 0.01 level and are
shown in bold (See Brown, 1980, pp. 283-284). For example, participant 1 is associated
with factor 1, and participant 5 is associated with factor 2. The table shows that 11 sorts
loaded significantly (p< .01) on factor 1 and explained 33 percent of the variability; five
sorts loaded on factor 2 and accounted for 15 percent of the variability; three sorts loaded
significantly on factor 3 and explained 10 percent of the variability respectively. Table 4
shows the three factors as they relate to each of the Q-sorts.
It is important for a researcher to include some information pertaining to any of a
study’s subjects who do not “fit” the parameters of that study. In this case, Parent 8 did
not load on any of the factors. In Q-methodology there must be at least two Q-sorts to be
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considered a factor. This parent had a child with a disability, therefore her experience and
perspective consistently varied from other parents. This indicates that she did not have
any shared subjectivity with participants on other factors.
Table 4. Factor Matrix with an X Indicating a Defining Sort
Q-Sorter ID

Factor 1

Factor 2

Parent 1

0.6651X

0.0378

0.3354

Parent 2

0.5396X

0.2704

-0.3313

Parent 3

0.3407

0.0600

0.6873X

Parent 4

0.7257X

0.1054

0.2176

Parent 5

0.2682

0.5749X

-0.0710

Parent 6

0.8038X

0.1470

-0.0770

Parent 7

0.3180

0.4645X

-0.3534

Parent 8

0.0199

-0.0823

-0.1366

Parent 9

0.1377

0.2712

-0.7472X

Parent 10

0.4533

0.0712

0.5315X

Parent11

0.7935X

0.1494

0.1538

Parent 12

0.0102

0.8877X

-0.0029

Parent 13

0.8266X

-0.0351

-0.1269

Parent 14

0.8018X

0.2149

0.1118

Parent 15

-0.0857

0.8769X

0.1330

Parent 16

0.7305X

0.0879

-0.2960

Parent17

0.7151X

0.2303

-0.2912

Parent18

0.7438X

-0.0481

0.0648
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Factor 3

Parent19

0.7892X

0.0192

0.2738

Parent20

0.1357

0.7641X

0.0509

33

15

10

% expl.Var.

*Note. Confidence level = p<0.01. Based on standard errors where =1/34, where n= the
number of statements. For n=34 statements, SE= 0.176. Loadings in excess of 2.58(SE) =0.45
are significant at the 0.01 level and are shown in bold.

Interpretation
The description and interpretation of factors was based on two types of findings.
First, I considered how individual items tended to be scored (in this case from +4 to 0, to
-4) within each factor (Brown, 1986). Second, I considered which individual items
distinguished the factor statistically from the other factors (p<0.01) (Ockwell, 2008).
Figure 3 below shows the prototypical or “ideal sort” (Ockwell, 2008) for each factor.
The ideal sort is built of individual sorts with high factor loadings on a specific statement.
By qualitatively comparing and contrasting these “ideal sorts” with each other, names
and descriptions were assigned to each factor, thus interpreting the meaning of each
factor and the perspectives that emerged through the quantitative factor analysis.
Comparing the ideal sorts to one another suggests titles and descriptions that
identify one group from another by an essential, distinguishing characteristic. Assigning a
title to a factor reflects an important, high positive (or negative) statement not shared by
another perspective. The ideal Q-sort shows how different groups rank specific questions
and identifies consensus and distinguishing correlations.
For example, individual sorts that loaded onto factor 3 strongly agree (+4) with
Statement 9 “I read to my child.” Factors 1 and 2 had a negative position (-4) on that
statement.
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Factor Q-Sort Values for Each Statement
Statement

Ideal factor score

Statement Text

1

2

3

The way my child’s school stays in touch with me is effective and

-1

-1

-4

Number
1

sufficient
2

Teachers and staff get back to me right away if I have a question or concern

0

-1

1

3

School meetings are clear and understandable

1

-2

0

4

I communicate with my school if I have questions or face any challenges in

1

-3

3

2

1

0

the process of involvement
5

I believe that clear and effective communication is an essential factor for
my involvement in my child’s education

6

I cook and take care of my child’s development

1

2

-1

7

I check/monitor my child’s homework

3

-1

0

8

I take my child to museums and other exhibitions

1

-3

3

9

I read to my child

-4

-4

4

I learn important lessons and parenting skills from school meetings and

-2

1

1

10

workshops that I attend
11

I tell my child about the importance of education

4

4

2

12

My child’s teacher(s) tries to understand my family problems and

-2

0

0

concerns
13

My child’s school is a safe place to learn

2

-1

1

14

My child’s school respects my culture

0

1

0

15

My child’s school is a welcoming environment for students, parents, and

0

0

-3

families
16

School forms important values such as respecting and listening to elders

-1

0

0

17

I like volunteering at school

-2

0

-1

18

My opinion matters when school policies are being discussed

-1

-3

-1
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19

I speak with my child in my local language at home

1

3

4

20

I expect my child to earn a professional degree (lawyer, doctor, teacher)

4

3

-1

21

I think if a teacher(s) challenged my child more she or he would do better

2

-1

-2

0

-2

2

0

-2

1

0

0

-2

-3

3

-4

in school
22

My child’s school imposes the right amount of discipline and expects
responsible behavior from all students

23

My child’s teacher encourages the strengths of my child and helps her meet
challenges

24

Schools could offer more opportunities for supporting parental involvement
in a child’s education

25

Standardized testing is the best indicator of progress and measure of
success

26

My school offers a rich assortment of after-school programs

-1

2

-3

27

My child does not find the school challenging

-1

-4

-3

28

I rely on my friends and relatives for advice on supporting my child’s

-2

2

2

3

-2

-1

education
29

Despite the challenges I always figure out ways to stay involved with my
child’s education

30

I rely on the Uzbek community to help us adapt to the American culture

-4

1

1

31

I use the Internet to learn more about the education system, school process,

3

0

3

-3

1

-2

school programs, and reading materials.
32

Schools and teachers know best. Parents and their children should follow
directions.

33

I rely on my child for translating school letters and announcements

-3

2

-2

34

I think that the Uzbek culture, traditions, and values are significant for my

2

4

2

child’s education and development success

Figure 3. Q-sort factor values for each statement
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Most statements record significant differences across the factors; however
interpreting the rankings is a formidable task. To simplify this procedure, Watts and
Stenner (2012) created a “crib sheet” to organize, group, and compare the rankings. The
crib sheet has been described as a “puzzle” (Watts & Stenner, 2012) or a “skeleton” to
assist the presentation and interpretation of findings as a perspective. It facilitates the
incorporation of the interview material and guides the introduction of ancillary
information in the discussion of the findings. A table for each group selects the
statements ranked most agree (+4) and least agree (-4). A second selection determines
statements ranked higher or lower by any other Q-sort group and records highest and
lowest rankings for each group and those rankings considered to be higher or lower by
other groups. The technique assists in defining, organizing, and interpreting the factors.
This factor array can then be given a title that expresses an essential, identifying outlook,
value, or strategy or, as is the case in this study, a perspective that makes it
distinguishable from other titles and thus more manageable for determining findings. In
this study, the perspectives were named as follows: Perspective A: Perceptions Aligned
with School Expectations; Perspective B: Perceptions that “Struggle to Fit”; and
Perspective C: Perceptions Built on a Religious Belief System. The next section initiates
the presentation of findings using the crib sheet associated with each perspective.
Three Perspectives
Perspective A: Perceptions Aligned with School Expectations
A total of 11 participants loaded significantly at the p<.01 level on factor one
(Table 4. Factor matrix with an X indicating a defining sort). This percentage represents
55 percent of the study’s participants and 33 percent of the variance. The crib sheet
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(Table 5 Interpretation Crib Sheet for Factor 1) shows that Perspective A expected their
child to attain a professional degree [Statement 20; +4] and believed that education was
the path to success [Statement 11; +4]. This perspective did not depend on the Uzbek
community to adapt to a new culture and system [Statement 30, -4]. They did not read to
their children [Statement 09, -4]. However, they checked on and worked with their
children on their homework assignments [Statement 07; +3] and were confident in their
involvement in their child’s education [Statement 29; +3]. They possessed knowledge of
the strengths and weaknesses of the school system [Statement 31, +3].
Table 5. Interpretation Crib Sheet for Factor 1
No.

Statement and Ranking in Factor Array
Items ranked at +4 AGREE WITH

20
11

I expect my child to earn a professional degree +4
I tell my child about the importance of education +4

29
05
21
13
03

Items ranked higher by factor 1 than by any other factor
I expect my child to earn a professional degree +4
I check and monitor my child’s homework +3
I use the Internet to learn more about the education system +3
Despite challenges I figure out how to stay involved with my child’s education +3
I believe that clear and effective communication is important +2
I think if a teacher challenges my child, she will succeed more +2
My child’s school is a safe place +2
School meetings are clear and understandable +1

30
09

Items ranked at -4 DISAGREE WITH
I rely on the Uzbek community to help us adapt to the American culture -4
I read to my child -4

16
17
10
12

Items ranked lower by Factor 1 than by any other factor
School forms important values such as respecting and listening to elders -1
I like volunteering at school -2
I learn important lessons and parenting skills from the meetings -2
My child’s teacher tries to understand our family problems -2

20
07
31

100

32
33

Schools and teachers know best. Parents and students should follow directions -3
I rely on my child to translate the materials -3

For example, during the interview, in respect to Statement 31 I use the Internet to
learn more about the education system, several parents (Parent 14, 4, 11) noted that they
used the school’s online system to track their child’s progress. Several parents referred to
the New York City Department of Education website (NYC Department of Education
[DOE]). A father said the school provided him with a parent’s account to monitor their
children’s homework and progress. He also mentioned that having the school’s calendar
on the website was helpful in checking on the numerous holidays when planning for his
child’s school vacation times. A mother mentioned that the NYC DOE helped her learn
about school choice, while another mother noted that the website provided information
on bilingual services.
Parents believed that communication with the schools was important [Statement
05; +2]. Yet, during the interview Perspective A parents revealed that they did not find
meetings and communications informative, relevant, or effective. Moreover, they ranked
Statement 10 I learn important lessons and parenting skills from the meetings very low.
They believed that involvement in school activities was not productive: low marks were
given to after-school programs [Statement 26; -1], volunteering [Statement 17; -2], and
attendance at school events [Statement 10; -2]. Some parents observed that schools did
not welcome or respond to their concerns [Statement 18; -1].
Perspective A found meetings, conferences, and seminars at school nonproductive for a variety of reasons. One mother stated:
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Seminars in my child’s schools are not very helpful. They don’t respond to your
questions. Couple times when I attended, the focus of their meetings was on teaching
Microsoft Word that I know already. I attend other types of meetings and truly do
not receive needed information. So, I don’t go to those meetings, because I don’t
have time to waste. [Parent 1]
A father said,
I don’t go to meetings anymore. They tell you things you know. My wife goes to
parent teacher conference twice a year and that’s it. [Parent 4]
A mother of elementary school girl was frustrated by the little time she had to talk to a
teacher:
Parent-teacher conference is the only way to meet all teachers at school in one
day, but unfortunately, time is very limited to visit each teacher. They only spend
three minutes and ring the bell for me to wrap up. They should come up with a
system that allows you to spend as much time as you need with specific teachers
and less with others. For example, I wanted to ask couple detailed questions from
the ELA teacher and see my child’s tests, but it would probably take 15 minutes. I
could have let a teacher know, if there is a system set prior the meeting. [Parent 6]
Although Perspective A gave low marks to their involvement at school, they mentioned
that they do figure out ways to be engaged with their child’s education [Statement 29;
+3] in order to support it.
Interviews with parents in this perspective showed that many were fluent in
Russian and could communicate well in English. Their proficiency and professional
background was reflected in the assurance they claimed to have about the culture, city,
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state, and local institutions, and the school environment. They were familiar with print
and digital media. During the interviews, many parents expressed detailed knowledge of
the after-school enrichment programs offered by the city and community organizations.
The mother of a middle school boy said:
In New York there are many variations of after-school programs. The city DOE
provides free programs with community places like JCH on Bay Parkway or Bath
Avenue. I also use marrypoppins.org to search for interesting and quality
programs. My favorite one is Writopia that provides a peer learning environment
for children and focus on creative writing, filmmaking, and screenplay. They are
located in the Upper West Side but have branches in other boroughs. I like this
organization as they are accessible to any children by making rates affordable for
those with lower incomes. I take my boy to the Brooklyn branch once a while
when have time to drive him [Parent 13].
Perspective A demonstrated an understanding of school culture from the evidence
of their attention to the home learning environment. They appeared confident in their
parenting [Statement 29, +3]. Their children were meeting their academic goals. They
were highly involved in monitoring their child’s homework [Statement 07; +3]. A parent
of a middle school boy stated,
I ensure my child gets his homework done on time. He reviews the homework
independently and then my wife or I, usually it is me, check his work. If we find
any mistakes we work with my son on that question or exercise. I also try to
review the whole topic in which he made a mistake. Sometimes we end up
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spending hours, but you know, it is worth it. This helps my son’s learning and I
don’t worry about his progress at school. (Parent 4)
In this perspective, the parents and the schools shared the same opinion as to the
importance of student success. In fact, there was a general perception of shared
expectations, values, and goals. To this group, the schools appeared clear in their
expectations and as a result, the study’s parents were able to indicate that they had a good
understanding of their responsibilities. Several parents commented that parents were
responsible for understanding the policies, requirements, and expectations of each grade.
Perspective A indicated that they understood that when their child mastered the
process, the results would lead to higher test scores, and that good scores would help their
child gain entry into the better high schools in the city system. Yet they also grasped the
pitfalls and limitations of a system that over-valued test preparation and scores. Parents
did not agree that standardized tests should be the only measurement of a child’s
achievement [25; -3]. A mother of a high school boy explained it this way:
Test measures only limited knowledge and skills. Learning how to think and write,
applying critical thinking and being able to communicate the ideas clearly to
others are important skills for anyone and cannot be assessed by the tests.
However, schools do not focus on these skills as priority. [Parent 14]
This group also expressed concern that the schools were not always academically
challenging enough [Statement 21; +2]. A mother observed that:
[My] child was on his own at the school, without much challenge from a teacher.
Teacher provided a general topic but very rarely noticed that some children
should be challenged a bit. [Parent 16]

104

A parent of a middle school boy stated:
My child receives scores for homework and class participation ranging from 90 95% and I push him to make them 100%. I know that he does well at school, but I
want him to not think that as a “final destination” and relax. Schools’ do not
necessarily teach subjects deep. They teach children to pass State Exams. If his
grades are higher at middle school, he has a better chance to get to a good high
school then to good college and get a good job. [Parent 13]
Perspective A representatives were professionals in Uzbekistan and/or had
achieved credentials in the U.S. They presented themselves as role models for their
children. One parent used Uzbekistan relatives as an example of success:
I talk to my child about the importance of education for his future every day. I
bring example from our extended family members’ success back home and answer
his questions. [Parent 17]
However, Perspective A did not rely on the Uzbek community [Statement 30; -4]. During
the interview, one mother said:
There does not exist a sense of community from Uzbekistan yet. There is no a
community that I can rely yet due language. Those [Uzbek immigrant] who do not
speak the language [English] are in need [of help]. I speak English and learn
about education processes and resources from Internet and online search.
Sometimes I learn from JCH in Bensonhurst and public libraries. [Parent 6]
Conserving Uzbek traditions was relatively important [Statement 34; +2] but
preserving an Uzbek identity appeared less important than learning the cultural skills to
advance academically and professionally [Statement 20; +4]. The interviews did not elicit
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concerns about discrimination at school. The responses indicated that the parents believed
that “the school was a safe place” [Statement 13; +2]. Such challenges, if encountered,
were not raised in the interviews of Perspective A.
Interpretive Summary of Perspective A
Perspective A aligned with the expectation and values of the school environment.
Parents did express dissatisfaction with certain activities and practices at the schools;
however, these dissatisfactions did not negatively influence their overall satisfaction with
their child’s education. The values they possessed and put into force, such as knowledge
of the English language, knowledge of the school system, and high expectations for their
children aligned with the schools’ expectations.
Overall, however, parental engagement in Perspective A was more focused on
homework, that is working with their children at home, than it was on school meetings or
volunteering. Additionally, they enrolled their children in after-school programs they
considered to be enriching.
In spite of all this, as first-generation immigrants, it was not easy for these parents
to pursue their own education or to ensure that their children would be able to
successfully secure a career in a profession such as the law, education, or medicine, for
example, or that either generation could easily reach higher societal and/or financial
status in their new country. This was in spite of the fact that Perspective A representatives
possessed cultural capital that included higher education in Uzbekistan, medium to higher
English language proficiency, knowledge about the school system, and varying amounts
of professional training in the U.S.
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Perspective B: Perceptions that “Struggle to Fit.”
A total of five (5) participants loaded significantly at the p<.01 level on factor
one. This percentage represented 25 percent of the study’s participants and 15 percent of
the variance.
The crib sheet (Table 6) showed that Perspective B highly ranked Statement 34 I
think Uzbek culture and traditions are important for my child’s education [+4] and
Statement 11 I tell my child about the importance of education [+4]. The tension that
arose for these parents between the demands of the school culture and the heritage culture
was suggested in the ranking of Statement 27 My child doesn’t find school challenging [4]. School was challenging enough and the family’s ability to overcome these challenges
was uncertain. This group lacked a strategy to overcome the challenges. Additionally,
because of their inability to overcome these challenges, Perspective B found it difficult to
stay involved: Despite challenges I figure out how to stay involved [Statement 29, -2].
This perspective expressed less satisfaction with their school than did the other
perspectives. Negative values were given to teacher’s responsiveness [Statement 02, -1]
and encouragement [Statement 23, -2], the clarity of school meetings [Statement 03, -2],
the discipline imposed [Statement 22, -2], and the safety of the school [Statement 13, -1].
Despite these difficulties, this perspective rarely communicated with the school
[Statement 04, -3] and felt that they had little ability to influence school decision-making
[Statement 18, -3]. The parents in this perspective relied on their children to translate
school materials from English into Uzbek or Tajik [Statement 33; +2]. Home learning
was a challenge as well. Parental oversight of homework was undervalued [Statement 07,
-1] as were outings to museums and exhibitions [Statement 08, -3]. Also apparent was
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that Perspective B relied on their friends and relatives for advice on how to support their
children’s education [Statement 28; +2].
Table 6. Interpretation Crib Sheet for Factor 2
No.

Statement and Ranking in Factor Array
Items ranked at +4 AGREE WITH

34
11

I think Uzbek culture and traditions are important for my child’s education +4
I tell my child about the importance of education +4

25
06
26
28
33
10
14
32

Items ranked higher by factor 2 than by any other factor
Standardized testing is the best indicator of the progress +3
I cook and take care of my child’s development +2
My school offers a rich assortment of after-school programs +2
I rely on my friends and relatives for advice on supporting my child’s education +2
I rely on my child to translate the materials +2
I learn important lessons and parenting skills from the meetings +1
My child’s school respects my culture +1
The school and teachers know best +1

27
09

Items ranked at -4 DISAGREE WITH
My child doesn’t find school challenging -4
I read to my child -4

02
07
13
03
22
23
29
04
08
18

Items ranked lower by Factor 2 than by any other factor
The teachers and staff get back to me right away if I have any questions -1
I check and monitor my child’s homework -1
My child’s school is a safe place -1
School meetings are clear and understandable -2
My child’s school imposes the right amount of discipline -2
My child’s teacher encourages the strength of my child -2
Despite challenges I figure out to stay involve -2
I communicate with my school if I have questions -3
I take my child to museums and exhibitions -3
My opinion matters in the school decision-making process -3
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The interviews with Perspective B parents suggested several underlying reasons
for their strategies or lack of them. Perspective B representatives were limited in English
fluency. They voiced limited knowledge of the school environment and were wary of its
influences. At the same time, while the importance of family life was stressed, they
indicated that their parental authority and respect were increasingly being undermined by
the growing independence of their children. Because of the first two facts—limited
English, limited knowledge of the school environment—Perspective B parents had
difficulty communicating their concerns with their children’s teachers, which led to
further difficulties in resolving the issues they were having with their children.
Additionally, these limiting factors meant that they were not aware of the resources that
the schools provided for them to follow their child’s progress.
As pointed out in the previous paragraph, the lack of language fluency was one
form of cultural capital whose absence in this perspective limited access to other
important material, intellectual, and cultural resources for these families. Until recently,
school translation services offered Russian translation to families from the former Soviet
Republics, but several interviews revealed that there were parents without Russian
fluency. An Uzbek-speaking mother said:
School only offers Russian translations, but we are from Uzbekistan and our
language is Uzbek. I hardly understand Russian, but their Russian translator
speaks very fast that I can’t catch up with most of her phrases. [Parent 15]
In another reference to English language fluency, the mother of a middle school boy said:
I don’t have English language. I won’t learn it so fast. Maybe, sometimes in
future. My old lady [a person she looks after as a home health aide (HHA)]
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speaks Russian, and I kind of understand her, but I’m still learning. My children
speak English with each other, but they speak Tajik to me. [Parent 20]
When referring to activities in the home, authority, respect, and discipline as seen
through the eyes of members of the Uzbek culture formed a theme running throughout
the lives of this perspective. A mother of two girls and a boy said:
We cook every day. It is hard to get accustomed to another food. We only cook
Uzbek meals. I cook when I am home. Other days my older daughter cooks. We
are teaching our younger daughter. She is a mature now; she is a girl; she has to
learn now. [Parent 7]
Mothers perceived cooking meals as their duty [Statement 06, +2]. According to Uzbek
tradition, this duty is expected of them as women. Thus, gender roles might have been a
source of conflict between parents and the school and even between parents and children.
Perspective B highly rated the importance of knowledge of Uzbek’s culture and
traditions as a part of their children’s education [Statement 34; +4]. Follow-up interviews
and observations revealed that in addition to maintaining cultural rituals, such as offering
thanks after a meal, Perspective B emphasized specific aspects of their traditions, such as
respecting elders and ensuring appropriate behavior. One parent stated:
In our culture a young member of the family doesn’t show his back to the elderly.
I grew up in such environment and it is part of the Uzbek tradition. Moreover,
until the elderly makes omin [blessing after a meal] nobody leaves the dastarxan
[the table]. Here young generation doesn’t see it or do not want to do it. [Parent
12]
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Perspective B was facing their children’s behavioral and attitudinal challenges. A mother
shared:
As my son is growing he tries to avoid me in front of his friends. He doesn’t let me
speak Uzbek. Sometimes he ignores me and his dad too. It is very hard. He
doesn’t know what respect is. [Parent 5]
Discipline was important—especially for girls. The role of women in Uzbek
society is based on traditional roles. Girls are expected to marry as young as age 17.
Families pay special attention to raising their girls to become a good kelin [young bride],
a good wife, and a good mother. Uzbek parents have tried to maintain these societal
norms and to continue practicing them in the U.S. However, the influence of Brooklyn’s
culture has created unexpected challenges for these parents. A mother of a high school
girl explained,
My daughter became very disrespectful and of a light behavior that imposed a big
problem on me as a parent. This could affect her future life: proper suitors,
mother of children, and as a woman. I didn’t know what to do. Some Uzbek
immigrants advised me to transfer my daughter from public school to Islamic
school. They said it helps with imposing discipline and teach to be respectful.
However, Islamic school is too conservative for us and my daughter became
unhappy, and I moved her back to another public school. But I think that that was
a lesson for my daughter and she behaves better now. [Parent 7]
Referring to their concerns, Perspective B parents of high school children
remarked that in certain schools, children openly engaged in drug use and smoked
marijuana and that bullying was prevalent. According to one parent,

111

School is not safe; students smoke, and girls go with boys. I'm scared for my boy
getting spoiled and influenced by such a community. [Parent 12]
Some middle school children’s parents in Perspective B were also aware that there were
safety issues at their children’s schools, which added an additional concern, as they saw
these issues as a threat to their children’s future.
I heard how my sister-in-law’s son was caught with a cigarette at school. Nobody
smokes in our family; he was influenced by some inappropriate group or friends,
who are not Uzbek, at school. Schools do not care. I don’t know what to do for
this not to happen to my child. I’m so scared; I can miss a moment or something.
It’s very difficult with boys when they are growing. [Parent 20]
Some Perspective B parents tried to let schools know about their dissatisfactions
through parents who could speak Russian or English, thus relying on family and
community members for help. However, more frequently, Perspective B parents
indicated that their attempts to make their voices heard had failed, which led them to
believe that school officials were not concerned about the lack of their voice as a part of
the schools’ decision-making process.
There were some positive aspects to their reliance on their community to help
them engage with their school. One mother expressed the following:
During the school meeting I sat closer to another parent from Uzbekistan and we
tried to understand the meetings together. Her Russian was better than mine. We
became friends since. [Parent 5]
Another girl’s mother said that she became friends with one parent whose child attended
the same school:
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We discuss our life here [in Brooklyn] including educational progress of our
children while we walk from school with children. Sometimes we share new
information or clarify questions. We became close and visit each other, or meet at
the park sometimes. [Parent 15]
In spite of the fact that some of the Uzbek parents were able to make social
connections with other parents for the benefit of their children and themselves, it was
apparent that there were differences between the priorities of Perspective B and those of
some of the others. For example, in the follow-up interviews, Perspective B
representatives offered several reasons why they did not take their children to museums
or other cultural locations in the city. They reported that they did not have the time or that
they had not experienced these kinds of things when they were growing up or in some
cases indicated that they did not see that these visits had any value for their child’s
growth. For example, one mother said:
Schools organize trips to museums and zoo. I don’t take them to such places. I
don’t have time. [Parent 20]
Another parent said:
Children are busy with school, and I try to organize some picnic travels. My
parents didn’t take me to the museum when I was a kid, and I still received my
Diploma with Honor. I know that the school takes children to some trips. Last
time they had a trip to Staten Island, but I didn’t want my child do go, but she
went to the trips within New York [Manhattan]. [Parent 15]
Like Perspective A parents, Perspective B parents also did not value reading to
their children as an activity. In the follow-up interview, some parents explained that this
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was partially because their children were “grown-up” and that they did not have time to
do this. A few parents in this perspective recalled that they had sung “Alla” [lullaby] to
their children when they were young. One mother said:
I used to sing alla to my children. Uzbek allas are better than books. They have
meaningful words that get into the child’s brain from the beginning of their lives.
For example, you know [referring to a researcher] alla that says “...Sleep my
baby; Grow my baby, Grow Healthy, Grow Big and Respectful to your Parents,
Serving your Parents…” [Parent 20]
Interpretive Summary of Perspective B
The parents in this perspective had limited knowledge of what the school system had
to offer their children beyond a general education. Therefore, Perspective B relied on
their cultural heritage to provide what they felt was the appropriate structure and
direction for their child’s education. Their parenting style relied on the authority of the
parent and the expected respect of the children for that authority. An example of this was
their expressed belief that girls were supposed to obey them and follow the traditions and
rules of their culture. Their responses indicated that the engagement between parent and
child was generally not an easy one. A lack of language fluency and the clash of cultures
sometimes made these parents feel powerless, which led to problems for both the parents
and their children at home and at school. Without sufficient English language skills, they
were dependent on their children for communications with the schools, for understanding
school policies, and for resolving difficulties. Their children had become more
independent, perhaps less attached to their parent’s culture as they were integrating more
rapidly into the urban culture. Perspective B parents struggled with their child’s changes
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and were anxious about the school’s influence on instigating those changes, particularly
when it came to what they perceived as the schools’ inability to support their own strong
focus on respect. In light of all these problems, Perspective B often relied on supporting
networks, but these were limited to their Uzbek-speaking friends and neighbors.
In summary, Perspective B understood the benefits of education but did not have
enough social capital—in this case referring to English language literacy, higher
education, and certain cultural experiences—to understand the school system.
Additionally, in an environment without customized support, they could not derive a
clear strategy as to how to support their children beyond their reliance on the elements
that provided them with some sort of authority.
Perspective C: Perceptions Built on a Religious Belief System
In this perspective, three participants loaded significantly at the p<.01 level on
factor one. This percentage represented 15 percent of the study’s participants and 10
percent of the variance. Most of the parents in this group had daughters. Parent 3 had two
elementary school-age girls; Parent 9 had three daughters in the elementary, middle, and
high school grades.
The crib sheet (Table 7) shows that Perspective C highly ranked speaking with
their child in their local language at home [Statement 19, +4] and reading to their child
[Statement 09, +4]. They ranked highly Statement 08 I take my children to museums and
exhibitions [+3]. However, two statements about school environment received the lowest
value: that the way their child’s school stayed in touch was not effective for them
[Statement 01, -4], and that the schools should not measure their child’s progress by
standardized test scores [Statement 25, -4]. Compared to the other perspectives, this
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perspective placed less value on public education [Statement 11, +2] and on a
professional career for their child [Statement 20, -1].
Table 7. Interpretation Crib Sheet for Factor 3
No.

Statement and Ranking in Factor Array
Items ranked at +4 AGREE WITH

19
09

I speak with my child in my local language +4
I read to my child +4

19
09
08
04

Items ranked higher by factor 1 than by any other factor
I speak with my child in my local language +4
I read to my child +4
I take my child to museums and exhibitions +3
I communicate with my school if I have questions +3

02

My child’s school imposes the right amount of discipline +2
My child’s teacher encourages the strengths of my child and helps her meet her
challenges +1
The teachers and staff get back to me right away if I have any questions +1

01
25

Items ranked at -4 DISAGREE WITH
The way my child’s school stays in touch is effective for me -4
Standardized testing is the best indicator of progress -4

22
23

15
26
25

Items ranked lower by Factor 1 than by any other factor
I tell my child about the importance of education +2
I cook and take care of my child’s development -1
I expect my child to earn a professional degree -1
I think that if a teacher challenges my child she will succeed more -2
School could offer more opportunities for supporting parental involvement in a
child's education -2
My child’s school is a welcoming environment for students, parents, and families -3
My school offers a rich assortment of after-school programs -3
Standardized testing is the best indicator of progress -4

01

The way my child’s school stays in touch is effective for me -4

11
06
20
21
24
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Communication with the school was not perceived to be very effective for this
group [Statement 01; -4]. Parents only slightly agreed that teachers and staff responded to
their questions [Statement 02; +1]. Parents still wanted to be informed about their
children’s progress and other issues at school and communicated with the school when
they had questions [Statement 04, +3]. They found, however, that the public-school
environment was often not welcoming and engaging [Statement 15, -3]. One mother said:
School administration calls me with any urgent matter; however, I don’t hear
from a teacher at all. I only see her during the parent teacher conferences, and
even then, only for 5 minutes. There is no immediate access to a teacher when I
want to learn about my child’s progress. [Parent 10]
The lower value assigned to their involvement at school was reflected in
Statements 03, 07, 10, 15, 21, 25, 26. The interviews suggested that this perspective
continued to hold onto the values these parents had formed in Uzbekistan. Parents
compared their educational experiences there, where parents and teachers regularly
communicated and met frequently, with their children’s education here. One mother
reflected:
In Uzbekistan we had access to teachers any time after school. There is no
appointment or any delays. I would like to get more information what my
daughter does at school every day, to know who her friends are, and what and
how they are learning. [Parent 9]
Parents strongly disagreed with the schools’ assessment system based on
standardized testing [Statement 25; -4] and also did not believe that the increased
demands made on their children in school, with the ensuing competition, were the only
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measures of success [Statement 21; -2]. In support of this belief, one parent explained
that:
Test is not an only indicator to assess the progress. Every child learns differently.
Sitting under pressure for hours may not show a child’s true abilities and
knowledge. There are other ways of assessment exist. For example, in Uzbekistan
we had written and oral exams. We studied the material and notes to present an
answer in front of people. Here [in U.S. schools] it is all about state tests, regents,
and other tests. [Parent 10]
Another parent noted:
I don’t like my child to be challenged to learn tests. Learning should happen not
through competition and timed tests. It should be really about every child’s
potential. [Parent 3]
Perspective C valued its cultural heritage and language [Statement 19; +4]. The
interviews with these parents revealed a deeply felt holistic conception of education that
was mirrored in their holistic approach to discipline and moral teaching [odob-ahloq] (see
interview excerpts below). These parents took an active role in shaping their children’s
beliefs and ways of thinking. They felt that the principles and values of Islam were both
educational and aesthetic and therefore took an active role in shaping the minds of their
children. This holistic approach to child-rearing was evident in the comments that
Perspective C parents made during follow-up interviews. Perspective C believed that the
proper shaping of a child’s mind would ensure the development of a right-thinking
person. The mother of a six-year-old girl expressed the following:
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Children should grow in the environment that encourages odob-ahloq (discipline
and morality) that helps in forming values that are important for every person.
Public school is full of different people with different beliefs and ideas. I chose to
put my child into Islamic after-school program because it promotes values that
my husband and I try to support at home. It doesn’t mean we are limiting our
children to learn about religion or religious text or events only. It is more than
that. It is receiving education that is aligned to Islamic principles and beliefs.
While I have this chance, I try to shape my child’s mind in a way that she can see
a world from the right perspective and make right decisions after. Later, in case I
can’t pay for Islamic after-school, at least she already would be exposed to good
values. [Parent 3]
Other Perspective C parents whose children attended public schools tried to support
odob-ahloq education in the home. A mother of three girls said:
My daughters are very successful at school. My elder one is taking her Regents.
My younger writes poems in English, Uzbek, and Tajik. They are very bright girls
and very independent. We were worried [when] we moved to New York from
Ohio. Schools here are very different, and unfortunately known for negative
influence. My elder daughter surprised us when she herself found a solution to
protect herself from bad influence at school by wearing hidjab [head covering].
She believes that it is safer this way. No one talks to her with ill-thinking and she
can concentrate on her studies. No one in the family wears hidjab, but we support
her decision. [Parent 9]
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Perspective C used their native language [Statement 19; +4] at home by choice,
not out of necessity. They all considered that being multilingual was an important skill
for their children to have. Having an elementary school-age daughter, a mother who
worked at an international development organization said:
My daughter can learn English at school. Speaking Uzbek at home is our
intentional goal with my husband. Uzbek is their [children’s] mother language.
While my husband and I can provide such an opportunity we should teach our
children Uzbek. While my children are young it is a good time to memorize. When
they grow up they can learn more languages. It is a huge capital to speak
different languages in the United States. [Parent 3]
Another parent who worked as a home-health aide but did not speak English said:
I encourage my daughters to speak Tajik at home and watch movies in Uzbek
language. My daughters speak pure English and it is important to keep and
develop their mother tongue. It is very important to be able to speak your own
language. [Parent 9]
Some members of Perspective C were dissatisfied with the supplemental offerings
of the public schools [Statement 26; -3]. One parent observed:
School programs are not necessarily available to everyone. There is a limit to
certain programs. I’m not interested in sports. I want my children to attend
TechGirls type of programs. Unfortunately, it doesn’t exist in our school. [Parent
3]
However, another mother spoke of her appreciation for some school-organized events:
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Schools organize educational trips for children and sometimes parents can join
them. I try not to miss those opportunities. It allows me to learn about my child’s
friends and classmates and their parents and discuss different exhibitions and
share knowledge. [Parent 10]
In general, Perspective C did not rely on the schools as the only source of cultural
experiences for their children. They spoke about taking their children to museums in their
city [Statement 08; +3]. The most often-visited museums for these families were The
Metropolitan Museum of Art, the Children’s Museum of Manhattan, the Brooklyn
Museum, and the Bronx Zoo. A parent of a middle school boy remarked:
I try to use my free time devoted to interesting exhibitions and places to see for
children. They are learning by seeing and experiencing. New York museums have
amazing collections and programs that I want my children to be part of. Last time
we went to children’s museum in Manhattan. My children and I liked it and
decided to get there again sometimes. [Parent 10]
A parent of a girl spoke about the importance of books:
Books are important in developing critical thinking of a child through asking
questions and exploring new things. Especially, I like reading exploratory books
about butterflies, animals, volcanoes and other natural phenomenon. I learn
while reading to my children. [Parent 3]
Some parents read their children stories and poems in both English and their native
language (Uzbek or Tajik). One parent noted the local lack of books available in Uzbek.
Parents also emphasized that they used to sing lengthy alla (lullabies) to their children
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when they were young, sometimes instead of reading, perceiving the alla as a positive
influence on a child’s brain.
Another mother talked about the reciprocal teaching roles her daughters took on
in their household in regards to both language and culture:
My elder daughters take responsibility for the development of the youngest
daughter. They speak Tajik to each other, lead long philosophical debates over
movies or some worldly matter. My youngest daughter reads poems and writes
well in English. Despite being the youngest, she helps elder ones to correct their
grammar time to time and correct their pronunciation and definitions of English
words, or complex sentences. Even though I don’t understand the language, they
share with me in Tajik and I see how this system of supporting each other works.
All I need to do is to facilitate; sometimes insist though. [Parent 9]
One area where there was not unanimity was in the importance of city-sponsored
cultural programs. One mother explained:
Most of the public schools in Brooklyn have established collaborations with
Jewish Community Houses in providing free after-school support to children.
However, I prefer my child to spend time in the environment where my child
learns about Muslim traditions. Unfortunately, there is no such a setting
supported by the city, and I have to pay to send my child to the Turkish afterschool program. [Parent 3]
Perspective C defined education more broadly to include moral, spiritual, and
emotional development. They believed that academic success measured by test scores
was not the same as a well-rounded educated adult. This perspective tried to achieve two
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objectives: academic success pursued, measured, and rewarded at school and the moral
development nurtured in the home.
Often the interplay between these two objectives created some amount of tension
between the family’s values and those promoted by their adopted country. The tension
that existed between the two was handled through the separation of the parents’
engagement at school from their oversight at home. The family took responsibility for
their child’s education and development, since to this group of parents, their children’s
home life was more important than their engagement at school. Thus, the authority of the
school was limited to its sphere [Statement 32; -2]. Without challenging the school’s
authority, the family maintained an independence and distance that limited their
engagement with the school. Although parents in this perspective did possess the
confidence and resources to engage the school when questions arose [Statement 04; +3],
they had limited expectations of the school in general.
Perspective C was moderately satisfied with the school’s discipline efforts
[Statement 22; +2] and the teachers’ attention to a child’s needs [Statement 21; -2] as
well as how they handled situations in which discipline or more attention were the
teachers’ two choices. Additionally, the two areas that these parents did not seem
satisfied with were the emphasis on standardized testing as a measure of progress
[Statement 25; -4] and the offerings of after-school programs [Statement 26; -3].
Interpretive Summary of Perspective C
Interviews with parents in Perspective C clearly revealed their beliefs that parents
must nurture educational and moral values based on Islamic principles, rather than simply
focusing on certain more general customs and practices such as respecting and obeying
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the elderly. They expressed their belief in “shaping children’s minds” as an important
strategy in their parental involvement with their children’s education. They spoke about
the importance of education for their children, about reading books in both English and
their native languages in order to intentionally support their native language at home.
They expanded their children’s worldview by taking them to museums and exhibitions,
making these activities a priority. Perspective C believed that planting upright values and
ideas in their children’s lives at an early age would help their children distinguish
between right and wrong and learn how to make correct decisions. For Perspective C,
education was an all-encompassing notion that included ethics, moral teachings, and
discipline as well as academic achievements. From their point of view, parents did their
part to shape their children’s minds with as much if not more attention than that of the
schools. They did have some clear differences of opinion from that of the schools as to
what was important and what was not important. Perspective C felt that professional
success was a less important goal and that testing as a way to determine educational
progress was not an end in itself. They did not expect the schools to promote cultural
values nor did they believe that schools needed to impose harsh discipline. In total, their
strategy of child-rearing possessed a wealth of social and cultural capital to offset the
powerful, competing values of contemporary American life. Nonetheless, Perspective C
parents were great supporters of programs that would open opportunities in math and
science for their children, their daughters as well as their sons.
Summary of the Three Perspectives
This study generated, described, and interpreted three different perspectives,
Perspective A, Perspective B, and Perspective C, based on parent perspectives ranking of
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the series of statements (Table 5 for Perspective A; Table 6 for Perspective B; Table 7 for
Perspective C) as shown in Table 1 and Table 2. The perspectives created a holistic
understanding of the important issues that mattered to parents as they engaged with their
child’s education. The next sections present an interpretation of these perspectives in
relation to each other when viewed through the lens of parental involvement within three
different environments: school, home, and community. Looking at parent responses in
this way further elucidated the details of parental engagement.
School Involvement
The findings of this study showed that school involvement was not ranked highly
in any of the perspectives. The data cited in Appendix D Demographics indicated that
differences across groups might have related to different forms of cultural capital.
Perspective B parents faced significant structural barriers associated with socioeconomic
status (SES). Although Perspective B and therefore their children would have benefited
the most from their involvement, this was the perspective that most clearly found schools
to be unable or unwilling to provide support. A lack of English fluency and a limited
education on the part of the parents in this perspective made involvement more difficult
than those of the other two groups. Their lack of engagement left them frustrated,
resigned, and feeling undervalued. The parents represented by Perspectives A and C
expressed different reasons as to why their involvement was unproductive, including
statements such as: communication at school functions was unnecessary or not relevant;
parent-teacher meetings were too short; or volunteering had no purpose or value (See
Table 8. Statements Defining Parental Engagement at School). Although the specific
reasons varied, all groups felt that the communication was one-sided. What little positive
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interaction with the school and teachers that was present was perceived as unresponsive
to their concerns.
Table 8. Statements Defining Parental Engagement at School: Meetings,
Communication, and Volunteering
Statement

Perspective 1

Perspective 2

Perspective 3

Meetings
03. School meetings are clear and
understandable
01. The way my child’s school stays in
touch with me is effective and
sufficient
04. I communicate with my school if I
have questions or face any challenges
in the process of involvement
29. Despite the challenges I always
figure out ways to stay involved with
my child's education
Volunteering

1

-2

0

-1

-1

-4

1

-3

3

3

-2

-1

17. I like volunteering at school
Teachers

-2

0

-1

21. I think if a teacher(s) challenges my
child more s/he would do better in
school
23. My child’s teacher encourages the
strengths of my child and helps her
meet challenges
32. Schools and teachers know best.
Parents and their children should
follow directions.
12. My child’s teacher(s) tries to
understand my family’s problems and
concerns
02. Teachers and staff get back to me
right away if I have a question or
concern

2

-1

-2

0

-2

1

-3

1

-2

-2

0

0

0

-1

1
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School Meetings
Perspective A parents found school meetings to be irrelevant and unnecessary.
They wished that more advanced courses were offered. They did not express frustration
that their child’s potential was perhaps not being realized, nor did they express a desire to
be more involved. Perspective B parents, however, complained that not enough was
being done to help them or their children. They felt that meetings were difficult to follow
and instructions not made clear. They felt inadequate to the tasks asked of them from the
schools and some lacked the time, capacity, and confidence to be more involved.
Perspective C parents engaged at a distance, participating as needed and relying on their
children to keep them informed. Their concern was that PTA meetings were very short
and ineffective. They showed little interest in promoting the inclusion of their cultural
values and their views on education into the curriculum and the classroom.
Communication
Communication between members of the school community and the parents that
would indicate to the parents that there was some recognition of a shared responsibility of
educating the students was absent for all three perspectives. Instead, these parents
reflected on the presence of ineffective communication and unresolved issues due to a
lack of a stated-problem resolution process. Parents gave several examples that illustrated
their point: teachers and parents might not agree on a child’s reading level; a meeting
might end without assistance or any solution being offered to the parent; teachers
contacted parents solely for urgent matters. Another indicator of their lack of faith in the
system was the parents’ stated lack of confidence in the teachers’ judgment. Perspectives
A (-3) and Perspective C (-2) did not believe “teachers know best” [Statement 32].
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Perspective B was more positive (+1) about the issue in general but still claimed limited
success in being able to engage with the teachers in order to resolve their child’s issues.
Volunteering
The value of volunteering was not recognized by any of the perspectives. The
rationale for volunteering would be unfamiliar to parents educated in Uzbekistan. But
even if they had been familiar with the concept, in general, parents indicated that
invitations to visit classrooms were infrequent and without a clear purpose. Not having a
familiarity with parental volunteerism in schools, Uzbek parents did not understand that
volunteering could provide them with the opportunity to build a better relationship with
the school, improve their understanding of the school culture, and perhaps influence
policy. However, none of the parents expressed a desire to engage more assertively or
join with other parents to change school culture. On the contrary, parents in all three
groups accepted the rules, requirements, practices, and limitations of the school. Thus,
the benefits of volunteering were not perceived as an opportunity for parents to play a
larger role in school (Henderson & Mapp, 2002).
Home Engagement
The home learning environment in all three perspectives was different.
Perspective A parents were themselves models for their children. Their educational and
professional successes were realistic goals for their children. Perspective A supported
their children’s development with cultural experiences advantageous to professional and
educational success. These parents’ mastery of the school culture reinforced success and
expectations. Their parental strategies aligned with the expectations of the school. Their
parenting style promoted study and academic achievement, which they felt promised their
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children the possibility of rising from immigrant child status to a future life as a middleclass adult.
Perspective C parents’ strategy was more complicated. There was evident tension
between the parental value of academic success and the desire to conserve important
elements of the native culture. The tension between the dominant culture and the heritage
culture was evident in the separation parents maintained between school and home.
School engagement was narrowly defined by the dominant culture’s emphasis on
standardized tests. In this perspective, the home culture emphasized the full, moral
development of a child based on Islamic values. Academic success was less important in
this perspective. Test scores, advanced degrees, and professional careers were less
valued. Parental engagement with the schools was less apparent. There was some concern
with the unwanted influence on their children of the urban values of New York City.
However, these parents did not respond to these concerns by expressing more interest in
involving themselves more assertively in school even though some of their worries were
certainly viable ones, as when several parents expressed particular concern for their
daughters.
In light of the topic of home engagement, Perspective B could be characterized as
having challenges at home. In the interviews, these parents described the difficulties they
had with the parent-child relationship. They shared stories that indicated that their
engagement at school was difficult as well. While this was also the case for many of the
parents in the other two perspectives, Perspective B parents were even less capable of
guiding their child’s education, though they stated that they valued education for their
children. Findings of the study indicated that one reason for this was their lack of useful
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social capital. Another was that Perspective B parents lacked the resources necessary to
hire tutors or pay for after-school programs. Other reasons included their limited use of
the Internet and the fact that they did not avail themselves of the enriching resources that
can be found at public cultural centers such as museums. As a final note on this group,
the interviews made clear these parents lacked confidence in their parenting abilities and
because of this, more frequently indicated their worries about their children’s
future. Table 9 lists the data results from the three perspectives of parents on the subject
of engagement with their children’s education at home.
Table 9. Statements Defining Parental Engagement at Home
Statement

Perspective A

Perspective B

Perspective C

1

2

-1

3

-1

0

1

-3

3

-4
3

-4
-2

4
-1

3

0

3

4

4

2

1

3

4

2

4

2

Home engagement
6. I cook and take care of my child’s
development
7. I check/monitor my child’s
homework
8. I take my child to museums and
other exhibitions
9. I read to my child
29. Despite the challenges, I always
figure out ways to stay involved
with my child's education
31. I use the Internet to learn more
about education system, school
process, school programs, and
reading materials
Value education
11. I tell my child about the
importance of education
19. I speak with my child in my
native language at home
34. I think that Uzbek culture,
traditions, and values are significant
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for my child's education and
development process
25. Standardized testing is the best
indicator of progress and measure of
success
11. I tell my child about the
importance of education

-3

3

-4

4

4

2

Perspective A [+4] and B [+4] talked to their children frequently about the value
of education [Statement 11], Perspective C less so [+2]. On the subject of valuing
homework oversight [Statement 7], Perspective A [+3] was the strongest, B [0], and C [1] the least. Perspective A’s concentration on homework contrasted with the lack of time
spent on reading to their children [Statement 9, -4], taking them to museums [Statement
8, +1], preserving heritage values [Statements 34, +2], and speaking in their native
language [+1]. Perspective B valued heritage culture [Statement 34, +4], did not read to
their children in their native language [Statement 9, -4], and did not go to museums
[Statement 8, -4]. Perspective C read to their children in their native language [Statement
9, +4] and spoke with their child in their native language [Statement 19, +4].
Perspective B parents experienced challenges to their oversight. They did not
check homework, take their children to museums, or use the Internet as did the other two
perspectives in some varying amounts. However, when comparing Perspectives A and B
on the topic of the importance of Uzbek’s culture and traditions [Statement 34], the
results of Perspective B [+4] were much higher than those of Perspective A [+2],
although all perspectives made an effort to preserve Uzbek’s culture and traditions in
their lives. In fact, Perspective C committed themselves more strongly to this end,
making the greatest effort of preservation.
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As a corollary to this last point, Perspective C parents were the ones who most
often indicated that they were concerned that their children were becoming more
detached—that is that they were seeing signs of a growing lack of authority over their
children. Perspective A parents expressed confidence in their authority, which, based on
their statements, was due to their greater level of education and their status as
professionals outside of the home, as well as their greater involvement with their children
at home. Perspective C parents appeared more confident in their moral authority within
their family based on the Islamic culture and its strongly held principles of the
importance of moral development.
In defining a positive learning environment, the three perspectives emphasized
different activities. Perspectives A and C used online resources to assist and organize
their child’s study; Perspective C parents took their children to cultural events and
museums; Perspective B did not do either. Additionally, reading to their child was not
important to Perspectives A and B parents.
Community Resources
At the time of this study, there were over 60,000 recently arrived Uzbek
immigrants in the United States, with the majority residing in New York City. The Uzbek
community in Brooklyn is a neighborhood located within a large community of Russianspeaking immigrants from the former Soviet Union. The community includes Orthodox
Jews from Europe as well as Asian-Americans. Jewish émigrés from the Soviet Union
established community centers decades ago. The Jewish Community Center supports
English- and Russian-speaking families. Uzbek and Tajik resources are few. Only a small
percentage of the Muslim population is observant. In great part, this is because religious-
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based cultural practices were discouraged under the Soviet regime. Here in the U.S.,
however, some immigrants are rediscovering their heritage, or at least some of its values
and practices, to shape their integration. There is an Uzbek language online community
newspaper and a Facebook page for Uzbek professionals. However, in Brooklyn, there is
no ethnic social institution, such as an Uzbek community center that could provide
programs focused on supporting Uzbek immigrants, specifically those who only speak
Uzbek or Tajik. Currently Uzbek parents depend on immigrant support centers such as
the Jewish Community Center and the Turkish Islamic school.
Table 10. Statements on Community Social Relations
Statement
Perspective A
30. I rely on the Uzbek community
-4
to help us adapt to American
culture
28. I rely on my friends and
-2
relatives for advice on supporting
my child’s education

Perspective B
+1

Perspective C
+1

+2

+2

Community social relations were identified and ranked by Statements 30 and 28
(See Table 10. Statements on Community Social Relations). The table shows that
Perspective A [30, -4] did not rely on the Uzbek community or on friends. Neither
Perspectives B nor C ranked the community as a valuable resource, nor did they depend
on friends and extended family. Perspective A parents attended the Russian-speaking
Jewish Community Home (JCH) because they approached it from an academic and not
an ethnic or religious perspective, while Perspective C refused to attend these kinds of
meeting places because their goal was to promote and instill Islamic values from within
the home. Perspective B parents’ network consisted of Uzbek immigrants with similar
knowledge and resources as theirs; therefore, it was difficult for them to receive reliable
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advice from their friends and relatives on their child’s education that took into account
the school culture.
In general, community relations and resources did not play a significant role in
Uzbek immigrant parents’ adaptation to the American system and culture—none of the
perspectives ranked these activities higher than +2, with Perspective A ranking -4.
Although Perspectives B and C valued their community and even their family
resources less than might be expected when viewed from the lens of data generated from
other studies of immigrant communities, this is not to say that parents ignored resources
that existed outside their community. Perspective A and C invested in after-school and
summer programs, searched the Internet with their child, and went to cultural events and
museums. Perspective B took their children to museums and other events, perhaps
because many were publicized and free. However, Perspective B parents’ social network,
particularly those parents without English or Russian fluency, was limited to other Tajikor Uzbek-speaking immigrants that they met at school, stores, weddings, and religious
events. This is in alignment with studies such as Poza et al. (2014), which indicate that
informal networks are common in immigrant communities.
There were also some indications in the perspective groups that there was interest
in expanding their community. One Perspective B parent who was working as a home
health aide was learning Russian and getting local news from a client she assisted.
Recently an Uzbek mosque was being planned for the community. A parent from
Perspective A occasionally provided informal translation services for neighbors. Several
were involved in professional networks and posted on a social media page for Uzbek
professionals. My interviews elicited other examples of individual initiative. For
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example, a Perspective A professional accountant or “buhgalter” recounted his personal
effort to become a certified accountant in the U.S. His knowledge of English was
essential to understand the requirements and steps needed to get his credentials. A
Perspective B parent asked her home health aide client to teach Russian to her children. A
parent from Perspective C was preparing to take exams to enter law school. Several
examples of an increasingly positive engagement with the expansion of community both
within and without the home surfaced. One parent in Perspective C enrolled her child in
an after-school program at the Turkish religious school. Another parent in Perspective C
strategically followed the tradition of eating dinner together at the table in order to share
stories and news every day. Perspective A parents were working to ensure that their
children had their own space to study.
Chapter Summary
This chapter explored the findings of this study taken from the Q-sort data and
post-sort interviews. As explained, three factors (perceptions) were identified, and
interpretations of these factors were made using the Crib Sheet technique. Excerpts from
the interviews were introduced to clarify and validate the findings. The interviews
produced “rich data” that explained and deepened the statement rankings. Detailed
descriptions of each perspective were followed by an interpretive summary, which
included comparative interpretations of the three perspectives that reviewed school
involvement, home engagement, and community resources, all components of parental
engagement. Chapter 6 Discussion and Conclusions discusses the findings in relation to
other research findings on parental engagement and immigrant children’s education.
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CHAPTER 6
DISCUSSION AND CONCLUSIONS
Introduction
This chapter situates this study’s findings within the larger parental engagement
literature and discourses about the material and cultural factors that shape engagement.
When discussing parental activities and positive engagement within the school and the
home, I refer to Parental Involvement Model (Epstein, 1991), and Goodall and
Montgomery’s Parental Engagement Model. Next, this chapter’s information situates
individually studied factors that influence parental engagement, such as parental
expectation (Fan & Chen, 2001), parental satisfaction (Charbonneau & Van Ryzin, 2012)
and cultural capital (Lee & Bowen, 2006). Taken alongside Epstein and Goodall and
Montgomery’s two models, this chapter provides a comprehensive understanding of the
parental engagement model as it relates to this study.
From there, referring to Lee and Zhou’s model (2015), I discuss frames of success
for the study’s three perspectives, presenting the parents goals for their children and the
various strategies they used to reach those goals. This discussion leads to my formulation
of a perspective-based model of engagement.
The Paradox with Engagement at School: Barriers and Missed Opportunities
This study’s findings showed that parental “engagement perspectives” do not
necessarily depend on engagement at school. These findings showed that engagement in
their child’s education was located outside of traditional school activities. Parents chose
to augment their children’s educational resources through social relations, mostly in their
homes, with their immediate family. This finding aligns with other studies that relate that
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immigrant parents rely on family and community for guidance and support for a number
of issues including their children’s education (Lee and Zhou, 2015). The findings of this
study showed that all perspectives wished that communication was better, parent-teacher
meetings more productive, and progress of their child known and supported. However,
they experienced their involvement at school negatively.
They faced barriers that impeded communication, access, and resources. Parents’
barriers included time and an access to the schools’ teachers, who they felt lacked an
awareness of the parents’ language and the current context of their lives including their
financial situation and marital status. These barriers for immigrant parents, especially
with their involvement in schools, is well researched (Hornby & Lafaele, 2011; Hubbard,
2016; Turney & Kao, 2009).
There is a general consensus in the literature that parental engagement at school is
advantageous (Jeynes, 2005; Fan & Chen, 2001; Hill & Tyson, 2009; Hill & Taylor,
2004). Academic achievement is associated with involvement activities at school and at
home. Schools distribute a list of activities expected of parents that includes parentteacher meetings, volunteering, attending school events, communicating with teachers,
and responding to school requests and requirements. Involvement activities at home
include homework oversight, maintaining a structured study space, and family
participation in enrichment programs after school—on weekends and in the summer.
Activities have been studied with respect to SES, ethnicity, and class. Barriers to
involvement have been associated with underfunded schools and the material and cultural
resources of parents.
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One of the major obstacles for immigrant populations in all areas including
educational engagement is the lack of language fluency. Findings from the interviews in
this study showed that Perspective A parents were fluent in English and Russian and that
Perspective B lacked fluency in either language. Perspective C parents had a mixed
representation. Some parents in Perspective C spoke some English, Tajik, and Russian, or
Uzbek and Russian. Thus, language played a different role for each perspective.
Perspective A could rely on English or Russian. Without this ability, Perspective B had to
rely on friends and their children to mediate with school. While some Perspective C
parents could communicate in one of these languages, mostly they used and relied on
external help from friends in the community or on their children to translate school
documents and to interpret for them at school.
This study’s findings drew particular attention to the instrumental role that the
Russian language plays in understanding how Brooklyn’s schools perceive parents from
Uzbekistan. Brooklyn schools offer their parent community publications and translating
services in the Russian language that describe all the resources the schools have to offer.
Almost all former Soviet émigrés use these. Based on this fact, it appears that many of
the communities’ teachers and administrators are not aware that after the collapse of the
Soviet Union, Uzbekistan and many other countries instated strong nationalization
policies that included strategies such as the omission of the Russian language from
educational institutions. Because of this, many parents from Uzbekistan do not speak
Russian (Tahir, 2011). Recently, there has been some awareness of this fact on the part of
the New York State Education Department. The department has issued some documents
in a variety of other languages including Uzbek. For example, there is an Uzbek version
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of the Parents' Bill of Rights for New York State's English Language
Learners/Multilingual Learners & ELL Parent Hotline on the website. (However, parents
need to understand the English content of the page that directs them to the appropriate
link). Also, Uzbek and Tajik languages are now listed in the “I Speak Cards!” (NYC
Department of Education, 2020). These are actual cards that have the phrase “I speak
Uzbek language” or “I speak Tajik language” in the local alphabet and language as well
as in English. This allows schools to learn what languages parents speak and then call in
the appropriate interpreters. At the time of this study, however, other forms and templates
on the NYC DOE website were still predominantly offered only in Russian.
A strategy that Perspective B parents employed to address the language barrier
that made it so difficult to communicate with their schools is referred to in the literature
as child brokering. This term describes situations in which non-fluent parents engage
their children as translators, either on paper or in person, a situation that often produces
stress in the family and can diminish respect for parental authority (Umana-Taylor, 2003;
Cohen, Ellis, & Smaje, 2001; Weisskirch, 2007). This study found these results to be the
case for Perspective B parents, who described deteriorating parent-child relationships that
were diminishing their child’s respect and obedience.
While Perspective A did not have a language barrier problem, they too did not
attend school meetings, indicating their dissatisfaction with school communication. They
emphasized a different reason for nonattendance—that of the poor quality of available
programs for parents that were aimed at supporting learning.
Another issue that kept many of the parents interviewed for this study from
engaging with their children’s schools was their lack of time availability. For example,
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some of the parents in this study worked every day of the week as home health aides.
This left them no time for attending meetings or for volunteering. According to Hornby
and Lafaele (2011) and Berry (2019), the lack of availability of time is an important
factor in the life of many immigrants (Hornby & Lafaele, 2011; Berry, 2019).
There are a number of studies that demonstrate how this issue coupled with
additional social and economic burdens affects the children of single-parent households
(Aspiazu, Bauer, & Spillett, 2010; Hornby & Lafayele, 2011). The research of one such
study (Lange & Dronkers, 2018) that focused on immigrant single-parent households and
their relationship to the children’s education produced an important finding. Initial results
showed that children who resided in single-parent households performed at a lower level
in mathematics, which the authors attributed to the low SES generally experienced by
single parents. However, after controlling for the availability of parental resources other
than financial ones, Lange and Dronkers (in Nieuwenhuis & Maldonado, 2018, p.125141) found that single-parent household children performed at levels equal to or greater
than those of two-parent households. According to that study, some parents are
compensating for the lack of financial resources at home by supporting their children in
other ways. Parents in all three perspectives in this study reflected the results of the
Lange and Dronkers (2018) research.
Another issue the parents in this study faced was the lack of available time for
volunteering at school. However even in cases where the parents did have more available
time, there was very little if any interest in volunteering. Studies that address
volunteerism in schools state that although this has been a traditional method of parent
involvement, it becomes more difficult with the increasing number of barriers that
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immigrant families face (Baker et al., 2016). This study also revealed that most
immigrant parents’ understanding and interpretation of volunteerism had different
connotations that were related to the norms of their former country and their experiences
there. The government of Uzbekistan forced people to work in the cotton fields and on
road maintenance, but referred to their labors as “volunteer work” (Najibullah, 2019).
The memories of these kinds of experiences colored all three perspectives’
conceptions of what would be expected of them if they agreed to volunteer at school.
Some did make an attempt. One of the parents in Perspective A who volunteered at her
school’s open door classroom had the expectation that this would lead to her having
access to a teacher and be able to learn more about her child’s friends by having an
opportunity to socialize with those children’s parents. However, she discovered that
during this highly structured open door class event she was limited to observing a single
class in progress and was then expected to leave right after the event. Unlike the Latino
parents in the Warren and Quintanar (2005) study who were welcomed by school
officials and teachers and as a result were able to undertake a useful role within the
school, this parent had not found her volunteering time to be useful in any way.
In summary, the findings determined that material and cultural factors limited the
effectiveness of parental involvement at school for all three perspectives. Many studies
offer findings to support this kind of outcome. According to Hill and Taylor (2004), if
parents perceive their involvement negatively, they will become less involved. Various
studies suggest that schools may unfairly judge unengaged parents as disinterested or
disrespectful if their assumptions are based on a lack of knowledge or a lack of empathy
about a parent’s situation (Antony-Newman, 2019; LaRocque, Kleiman, & Darling,
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2011; Rudney, 2005). This results in parents feeling unwelcome. Poor communication
between parents and teachers can negatively impact a parent’s confidence, undermining
the trust necessary for issues to be resolved (Hornby & Lafaele, 2011).
In the case of this study, positive engagement at school was absent across all three
perspectives. Parents expected little from their engagement with their children’s schools.
They identified few opportunities if any in which to contribute their talents or their
voices. At times, parents even felt unwanted by the school. In fact, the findings showed
that the parents often experienced their engagement with schools as one-sided. Similar
conclusions have been found in previous studies of immigrant populations (Altschul,
2011; Doucet, 2011; Sohn & Wang, 2006; Zhong, 2011).
The Parent Engagement Model
As seen in the previous section, the findings of this study demonstrated that few if
any of the Uzbek parents felt that they had a way to positively engage with their
children’s schools. Instead, these parents reflected on the presence of ineffective
communication and unresolved issues due to a lack of any resolution process. All three of
the perspectives indicated a varying lack of confidence in their children’s teachers.
Perspectives A and C did not believe that “teachers know best.” Perspective B was more
positive but still claimed limited success in being able to engage with teachers in an
attempt to resolve their child’s issues. Cumulatively, this perceived failure to engage
prevented any of these parents from expressing a desire to engage more assertively or to
join with other parents to change what they perceived the school culture to be. In fact, the
very idea that the school culture could better reflect their experience was never raised by
a single parent in the interview sessions. Moreover, this lack of belief in their ability to
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change anything was further stymied by their stated willingness to accept the rules,
requirements, practices, and limitations of the school.
The literature offers something quite different as an antidote for this kind of
immigrant parent response. Goodall and Montgomery (2014) proposed a model of
positive parental engagement based on the idea that positive engagement consists of
ongoing, mutually beneficial relationships between parents and their schools. Positive
engagement welcomes parents as participants with a voice and agency. Studies suggest
that schools should treat parents as assets (Grant & Ray, 2018) and experts (Isik-Ercan,
2012). According to Goodall and Montgomery (2014), parental engagement should
improve parent understanding, increase the capacities of parents, and create opportunities
for them to contribute to the school culture. The study went on to observe that schools
can contribute to these goals of engagement by making sure that the school culture and
aligns with the goals and capacities of all parents and that the school’s expectations of
their students reflect the parents’ point of view.
Goodall and Montgomery’s (2014) model stresses the importance of a parent’s
educational role at home: in their model, parents take responsibility for their child’s
learning, creating a parent-child relationship that is founded on parent-child
communication, understanding, and trust. According to Goodall and Montgomery (2014),
good communication creates an environment of shared expectations, identifies common
goals, and builds confidence that will advance a child’s progress. Long-term effective
engagement reassures parents that their engagement is effective and productive.
Parents in all three perspectives worked to create a home that encouraged
learning. While all parents provided some needed resources to accomplish this, some
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parents were better able to do this than others, based on finances, time availability, and
beliefs. According to Goodall and Montgomery’s (2014) engagement model, even when
parents are unable to directly help with their child’s homework, as was the case with
many of the Uzbek parents for whom language was a problem, they can support their
child by finding resources on the Internet or at the local library, by hiring tutors, or by
signing up their children for after-school programs on test preparation. These activities
help the child directly and build a child’s trust, respect, and commitment (Sylva,
2003). All three perspectives in this study were able to provide one or more of these
supports for their children. But none of them could provide all. And in fact, Goodall and
Montgomery (2014) admit that their normative model is an ideal that would be difficult
to realize for many parents. The authors acknowledge that the objectives of schools and
parents are not identical. Demands on teachers and parents may increase dramatically
with new responsibilities. However, the authors conclude that engagement at school
should focus on supporting parents’ efforts at home (Goodall & Montgomery, 2014). The
model conceptualizes parents' as teachers at home and in so doing, may be describing
their model as a positive learning environment more likely to be found in white, middleclass households rather than in the households of disadvantaged populations, a term that
is often associated in studies with immigrant families. As researched by Goodall and
Montgomery (2014), a positive learning environment:
•

values learning, creates opportunities to learn, and rewards success

•

creates a relationship in which parents and children share education goals and
expectations
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•

makes available resources that are sufficient to these tasks with the supporting
networks in place; these may be related directly to school but may also include
wider learning experiences such as visits to cultural events at museums or
attending music and summer programs, all of which contribute to a child’s
personal growth
The findings of this study showed that the home environment varied for each

perspective’s engagement as to the activities that they believed were important, through
principles that they believed were right for their children, and for the goals that they set
for their child’s success. Moreover, the material and cultural resources parents possessed
were important influences on the learning environment.
In line with other studies of immigrant populations, this study pointed out the
primary importance of home-centered engagement and what factors affected it. With no
active information coming from the school side of things, parents from racial and ethnic
minorities and/or those with less educational achievement or poorer economic
backgrounds may decide to rely on an informal networks of friends (Poza, Brooks, &
Valdés, 2014; Turney & Kao, 2009; Valdés, 1996) or other ethnic communities that are
more established than theirs.
Indeed, Perspective A did not express a desire to involve themselves after
experiencing ineffective programs at schools. The impact of their non-involvement was
not obvious to them for several reasons, all related to their confidence in their mastery of
the school culture and their home. Perspective A saw themselves as models for their
children. Their educational and professional successes were realistic goals for their
children. Parents supported their children’s development with cultural experiences
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advantageous to professional and educational success. This perspective of parental
mastery of the school culture reinforced the ideals of success and expectations in their
children. Their parental strategies aligned with the expectations of the school, promoting
study and academic achievement, which from their viewpoint promised their children the
possibility of achieving a higher social and economic standing as adults.
Perspective B’s low involvement at school intensified their problems at home.
Interviews with several parents disclosed the difficulties parents had with their child.
Perspective B parents appeared less capable of guiding their child’s education at home.
They lacked the material resources and mastery of the school culture to mentor their
child’s education and so support their authority and respect. They lacked the resources
necessary to hire tutors or pay for after-school programs. They made limited use of the
Internet and did not value museums. In general, they lacked confidence in their parenting
abilities and worried about their children’s future.
In fact, Perspective B parents experienced challenges to their oversight. Several
studies confirm that parents with few resources, poor education, and formidable barriers
are more likely to relinquish authority to teachers and limit their education role at home,
feeling that they are incapable of taking responsibility for their child’s education (Conger
& Elder, 1994; Crozier, 1999; Wang, Deng, & Yang, 2016).
Like Perspective B parents, Perspective C did not express the same confidence as
Perspective A. There was tension between the parental value of academic success and the
desire to conserve important elements of the native culture. Creating a learning
environment to ensure Islamic values in a non-Muslim environment was an important
focus of this perspective. The conflict between the dominant culture and the heritage
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culture was evident in the separation this perspective maintained between school and
home. School success was narrowly defined by the dominant culture’s emphasis on
standardized tests. In this perspective, the home culture emphasized the full, moral
development of a child based on Islamic values. Academic success was less important in
this perspective. Test scores, advanced degrees, and professional careers were less
valued. Based on the earlier observation about teachers’ misunderstandings about the lack
of parental presence and the choices of Perspective C parents to focus their attention on
the home environment rather than that of the school, it is not entirely surprising that
related studies have found that teachers in public school have lower expectation of
Muslim students’ academic achievement (Sirin et al., 2005).
The findings of this study underscore the challenges immigrant families must
overcome to engage positively at school and at home. While Goodall and Montgomery’s
(2014) normative model contains useful answers to the problems of school engagement,
it is a difficult one to achieve because of its dependence on the financial advantages and
the morés of middle class, professional families. While Barton (2004) found that
persistent, assertive parental engagement at school can overcome a teacher’s prejudice
and stereotypical thinking, the narrow definition of a positive learning environment
leaves out many families. My findings align with studies that conclude that immigrant
populations rely more significantly on ethnic, heritage, and religious values that define
education goals differently, structure the family on heritage values, and rely on the
resources and social relationships of an immigrant community (Cycyk & Hammer, 2018;
Kim, J., Bryan, Choi, & Kim, 2017; Lee, J. & Zhou, 2015; Zhou, M. & Wang, 2019).
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Expectations, Confidence, Satisfaction, Goals, and Strategies
The argument has been made that parents’ expectations are good predictors of
academic success. It stands to reason that high expectations can be more easily
maintained when engagement is satisfactory—that is, when progress has been made and
an objective has been successfully achieved. On the other hand, negative experiences
discourage future engagement.
Perspectives A and B set high expectations for their children: they expected their
children to become professionals while Perspective C parents set more store on the
expectation that their children become morally developed individuals based on Islamic
principles. Considering the challenges of education for Muslim children in a non-Muslim
environment (Halstead, 2004), Perspectives A and B parents set very high expectations,
particularly Perspective B parents, who did not have the professional or educational
experiences of Perspective A parents to offer their children. Yet according to Yamamoto
and Holloway (2010), high expectations motivate parents to get involved and take needed
steps to reach their goals. In the case of this study, however, the factors of lower
economic resources and higher barriers affected how much these parents could actually
accomplish (Wang et al., 2016) especially since parents’ expectations are a more
significant factor in measuring parental engagement than a mere list of school-related or
extra-curricular activities, something that all the perspectives indicated that they offered
to their children in the hopes of achieving engagement at home (Castro et al., 2015; Fan
& Chen, 2001).
Perspective A showed confidence in their engagement strategies by highly
ranking the statement Despite challenges I figure out how to stay involved with my child’s
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education, while Perspective B did not show such confidence. The higher level of
barriers and lower levels of education among Perspective B parents could be the factors
that influenced their level of self-efficacy and the capability to stay involved (Bandura,
1997; Want et al., 2016). Perspective B directed its agency toward improving relations
with their children and establishing parental authority based on the traditional principles
of respect and obedience.
All three perspectives expressed low satisfaction with engagement at school: with
meeting teachers, resolving problems, and being heard. However, all perspectives also
showed higher than might be expected satisfaction with their child’s progress. This
finding was explained by a positive learning environment at home for Perspectives A and
C, but not for B. Perspective B expectations might be considered a bit ambitious given
the limited steps they could take with the resources they had and barriers they faced
(Wang et al., 2016). For instance, some parents in Perspective B specified that they
would like their children to attain a better education than they had attained, which would
not be an impossible outcome, but one that would be more challenging for these students.
Expectations of less advantaged parents are often less ambitious in some areas; however
they often wish their children greater academic success than they achieved (SuarezOrozco, 2001; Glick & White, 2004). Yet, according to (Poza et al. (2014), while parents
can manage and raise their expectations by advocating more assertively, by adding to
their capacities, or by drawing on community resources, a lack of financial resources and
cultural understanding can impose limits on the future success of the children.
The presence or lack of cultural capital is another signature of successful parental
engagement. Findings of studies such as that of Lee and Bower (2001) on parental
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engagement in relation to cultural capital show that parents with advantageous resources
and capital overcome barriers more easily than most immigrants because they can
determine what resources are not being met at school and compensate for them outside of
school. In this study, Perspective A parents possessed the most advantageous resources,
being well-educated parents with a mastery of the school culture. Therefore, Perspective
A had the most “fit” with the school culture, and in general, those parents aligned
themselves with the hegemonic culture, identifying less with the Uzbek community.
However, this perspective still remained unengaged at school, choosing instead to
activate their cultural capital at home to compensate for any unmet resources for their
children's education. Perspective B lacked the cultural capital to forge its own path.
Perspective C referred to their cultural practices and heritage values for guidance and
strength. This perspective’s cultural capital was high, as they took their children to
museums and read to their children. But their goal for their child’s success was focused
on moral development rather than on academic success. And in fact, Fan and Chen
(2001) and Castro et al. (2015) concluded that in immigrant populations parental
expectations are more important than home oversight.
While this study’s findings clearly showed that some parents did not focus on
academic success as a goal that related to their child’s future success in life, other parents
clearly did. It is significant, therefore, to examine the literature for how it relates parent
expectations with academic success. According to Fan and Chen (2001), parental
expectations are in fact believed to play a significant role in children's academic success.
Their study showed that high expectations correlate with high GPAs, standardized test
scores, graduation rates, and college admission.
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Parental expectations also influence a child’s aspirations and interest in learning
(Benner, Boyle, & Sadler, 2016; Jung & Zhang, 2016) through raised achievement, raised
self-esteem, increased motivation and engagement, and raised aspirations (Desforges &
Abouchaar, 2003; Sylva et al., 2003; Harris & Goodall 2009; Lopez & Donovan 2009;
Goodall & Vorhaus, 2011).
Thus, these aforementioned studies reflect potential success within the Goodall
and Montgomery (2014) model for parents’ with academic goals for their children as
long as they are equipped financially and educationally and have the time to devote to the
role they must play. However, with the exception of Perspective C parents who do not
hold their children’s academic success as a marker to the general success of their parental
expectations and goals, parents in the other two perspectives are still limited in their
ability to assure academic success for their children by their lack of ability or as the case
may be, their desire to engage with their children’s schools.
Frames of Success
Lee and Zhou’s (2015) success frame model details a plan of action to achieve
one’s goals, in this case the academic success of the children of immigrants. It presents a
strategy that draws on the use of available resources advantageous to success (Lee &
Zhou, 2015). Unlike Bourdieu’s mid-twentieth century model that referred to the frame
of success as an alignment of middle-class cultural capital with, in the case of schools,
the reward system of the school culture, Lee and Zhou’s study of immigrant populations
identified a frame of success fashioned by an Asian-American community. This
population was academically successful despite material and cultural disadvantages. The
parents involved were not fluent in English and did not engage actively at school.
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However, they had strong family cohesion and were supported by extensive community
relationships. Their success depended on four factors: the alignment of goals with the
school culture; shared expectations of parents and children; the educational and
professional status of the parents, and the positive identity of the community. Addressing
the first of these factors, Lee and Zhou (2015) concluded that Asian-Americans adopted a
success frame identical to the main proposition of the more recent American education
acts, which is that academic success is measured by standardized scores and GPAs.
Additionally, this population benefited from positive cultural stereotyping by the schools,
in spite of the fact that their success was accomplished without parental engagement at
school since many of the parents lacked English fluency. Backing up their fourth factor,
Lee and Zhou (2015) determined that the Asian American population utilized their highly
organized community’s resources, a factor that led the researchers to conclude that
immigrant populations rely heavily on the social capital of their surrounding community
to achieve their idea of success. Immigrant communities possess the very useful ethnic
capital that is found in the close knit, active networks of supportive social and cultural
relationships (Lee & Zhou, 2015; Orozco-Suarez, 2018).
Lee and Zhou (2015) argued that immigrant populations are unique—that
combinations of factors differ across populations and communities. In line with this, they
also strongly stated that their research should not be used to attribute success (or failure)
to any single specific or essential ethnic, racial, or class attribute. Other research
on immigrant populations notes that the Asian-American success does not hold for all
Asian immigrant groups (Joo, Reeves, & Rodrigue, 2016).
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Quite in line with Lee and Zhou’s admonition, it is difficult to align their 2015
model with the Uzbek community for several reasons. The perspectives in my study
could not rely on support from the much less organized and Uzbek community as the
Asian Americans of Lee and Zhou’s model could rely on theirs. Thus, the Uzbek
community in Brooklyn did not possess the ethnic capital that Lee and Zhou refers to as
so necessary for success. Another reason that this model cannot be applied at this time to
Brooklyn’s Uzbek parents is the great diversity of choices among the three perspectives
in choosing their support communities. Perspective A utilized resources of the established
Russian-speaking communities. Perspective C referred to Turkish community programs
when they connected with a group outside their family structures at all. And Perspective
B did not affiliate themselves with any immigrant community, relying instead on heritage
values and an adherence to cultural practices. Thus, although Lee and Zhou's success
frame model worked well for that study's community, some of its necessary components
were not present in this study.
Community and New Perspectives
Historically, most if not all newly arrived immigrants align themselves with a
previously established community made up of an earlier wave of their country’s
immigrants in the belief that the community can supply them with a wide variety of
resources that they temporarily lack. This has not been the case with the Uzbek
community in Brooklyn, in part because the great diversity of Uzbekistan itself created
obstacles to the development of an Uzbek community or even a collective identity.
Moreover, recent arrivals have less in common with the immigrants of a generation
ago. The extent of this diversity is reflected in the stories of parents of this study, perhaps
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most easily seen in the very basic differences of their native languages. Perspective A
parents were mostly educated professionals with English and Russian fluency.
Perspectives B and C were largely Uzbek and Tajik speakers who emigrated from rural
regions of Uzbekistan where education levels were lower.
Suárez-Orozco and Suárez-Orozco (2001) noted that the challenges of adjusting
to a new culture create a cultural dissonance that makes adaptation difficult and cultural
identity uncertain (p. 91). An ethnic identity influences the path of integration even for
second and third generation children (Inman et al., 2007; Suárez-Orozco, C. & SuárezOrozco, 2001), with engagement strategies changing over time. As is the case with all
immigrants, the heritage culture and aspirations of a family may begin to change directly
upon their arrival, and may speed up even more when a child begins school. A family’s
experience with school will shape the path of integration (Suárez-Orozco, Onaga, & de
Lardemelle, 2010; Suárez-Orozco, C. & Suárez-Orozco, 2001). As with all parents,
parenting approaches and skills may change over time. In the case of immigrant parents,
some parents slowly progress from being survivors to leaders. In the case of immigrant
children, they must learn to adapt even more quickly than their parents, thus achieving an
independence that may be quite different from parental expectations.
Adaptation to these inevitable acculturalization challenges by the parents in this
study mirrored their diversity and by extension, that of the general Uzbek community.
Perspective A supported their children’s efforts to adopt the educational values of their
schools. Perspective B parents were alarmed that their children were, in Suárez-Orozco
and Suárez-Orozco terms, becoming “Americanized” (Suárez-Orozco, C. & SuárezOrozco, 2001). Perhaps in response to this fact, a Perspective B parent, not religiously
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observant, tried to force her daughter into an Islamic school with disastrous results
stemming from the daughter’s response. On the other hand, a Perspective C daughter,
part of a family for whom the heritage language and culture were important aspects of
their objectives, intentionally chose to cover her head with a hijab to keep herself “safe”
from the potential unwanted attention of boys and men.
Interestingly enough, even within this area of extreme differences among parents,
none of the responses from Perspective B or C parents indicated a desire to separate
themselves from American society or impose their heritage values on the school. Some of
these parents had experienced religious prejudice and discrimination in Uzbekistan, much
of it state-sponsored (Human Rights Watch, 1996, 2005). Perhaps their newly established
presence in a country where the freedom to practice one’s religion without the
interference of the state, a right that extended to the country’s schools, encouraged them
to support a school culture that promoted teaching tolerance and inclusion as its highest
priority. Another outcome of this newly established move was that some parents
expressed a desire to rediscover a cultural and religious practice that had been
suppressed. Although both Perspectives B and C valued their heritage culture,
Perspective C envisioned a culture that moved beyond religious and cultural practices to
a broader, more worldly education that can develop a moral character in a growing child
(Halstead, 2010; Siddiqui, 1997).
Conclusions
All of the parents who took part in this study came from Uzbekistan. They grew
up in its cities and villages and were associated with Uzbek’s culture and religion. These
shared experiences coupled with the resources available to their birth families shaped
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their expectations and goals for their own children’s education. Yet, Uzbek families are
more diverse than one would perhaps expect. Their lives have been affected by the
modern, or post-Soviet, era that was influenced by a Western worldview to a greater or
lesser degree depending on how dedicated to Uzbek ethnic customs and traditions some
families remained (Ilkhamov, 2013). Despite the commonalities of the Uzbek parents’
traditions and cultural heritage, the results of this study did not uncover one best way that
the Uzbek parents in Brooklyn engaged with their child’s education. In fact, this study
revealed three different ways that parents associated with and applied Uzbek’s traditions
and its culture to their child’s education.
Because of these findings, this study is a contribution to the field of parental
engagement in education. While there is abundant research on this topic, most studies
tend to generalize about a parent’s ethnic culture, parenting style, and resources and
assume that these designate the certain way that all members of that culture will engage
with their children’s education through the factors of race, nationality, and ethnicity. The
findings in this study offer a nuanced view that this is not always the case—that
sometimes seemingly similarly associated parents follow different educational paths. It is
important to note, however, that the three perspectives explored in this study do not
exhaust the possible engagement strategies of this community’s parents. This study can
serve as a foundation for future studies that look at a larger sample of Uzbek immigrant
parents in Brooklyn to determine if other distinct strategies exist.
Implications for Practice
The three specific strategies that were identified in this study are a result of the
combination of each participating parent’s expectations, satisfaction, and engagement
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with their child’s education. Each of the strategies is an important factor for schools to
consider in their attempts to increase their understanding of their student families’ needs,
views, and definitions of success. When parents are agents of parental engagement and
can navigate the resources available to them, schools must be well-equipped to
collaborate with them.
There are many ways to do this. Relative to the data of this study, parents from
Perspective A could be engaged as guest speakers on the topic of their strategic expertise
in a way that was interesting to other Uzbek parents and to parents of that school in
general. Additionally, schools could provide a meeting space for professional parents to
connect. Perspective B parents would require schools to provide more focused and
consistent attention and support by ensuring that there were translators present at each
meeting who spoke each attendee’s language, whether a one-on-one meeting with a
teacher or at a general school function. This particular group of the Uzbek parent
population would in fact be a perfect fit to benefit from the concept of community
schools that the New York City education system has proposed (Oakes, 2017). Through a
community school, these parents could find a shared network of similar immigrant
parents as well as support through immigrant services. And, as the idea of community
schools develops, parents in strategy C could potentially be engaged in a way that is
meaningful to them, their children, and their schools although as explained in the next
section, there are limitations to this possibility.
Recommendations for Future Studies
This study can serve as a foundation for future studies, for example,
understanding the perspectives of immigrant parents who have children with disabilities.
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One parent among the respondents in this study had a child with disabilities and her ways
of “sorting” the statements or views about the engagement with her child’s education
differed from all other parents who were in this study. It would be interesting to study the
various experiences of different immigrant communities situated in the United States who
have children with disabilities and then compare the U.S. findings to those of different
countries. An addition to that study would be to see whether these parents share similar
perspectives with parents who have children without declared disabilities.
During this study, recruiting a male parent was a challenge. It is possible that a
study led by a male researcher might be better able to recruit male parents, which could
open up an interesting prospective in understanding male parents’ roles in their
children’s education.
This study focused on revealing parents’ perspectives about their children’s
education. A study that combines other stakeholders, including children and teachers,
would create a more holistic approach to understanding the engagement interplay among
parents, teachers, and children. However, this study would require a very carefully
designed technical and methodological approach. For example, when developing the
concourse statements and selecting Q-samples, each group would need to have differing
specific statements that reflected their role in the interplay, which would need to be based
on their perspective as a child, a teacher, or a parent, although they might also be similar
statements that they shared, depending on the objectives of the study.
Policy Implications
From a policy perspective, the community school model might provide the
interaction necessary for Perspective B parents to develop the confidence and skills to
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better engage at school and with their child. However, Perspective A parents may prefer a
traditional public school because it fits more closely with their goals. Perspective C might
be less interested in a community school than might be expected. This perspective
follows a strategy that deliberately separates school from family and academic
achievement from the development of the whole person.
This study is a contribution to the field of family engagement and can help create
practices that meet the needs of schools and parents. Maier et al.'s (2017) report on the
community schools model reviewed the research on effectiveness of various parental
involvement programs and documented the effectiveness of social capital offered by
community programs.
According to Maier et al. (2017), community schools were introduced to support
families with few resources to supplement what most schools are able to provide. The
emphasis is put on services to immigrant communities, including the study of the English
language and the American culture, as well as other support resources. According to
Maier et al. (2017), such schools will help to more effectively engage parents with
schools and community organizations. The theory behind the community school is that
empowered parents will help schools devise better support programs and parents will be
prepared for and committed to their implementation (Maier et al., 2017). Empowering
parents is a key component for collaborative engagement.
This study is the first study of Uzbek immigrants in New York City. The findings
reveal important elements about various experiences of Uzbek immigrant parents in their
interactions with their child’s education. This study can help to raise the awareness of
educators, decision-makers, teachers, and administrators about the heterogeneity of
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Uzbek parents’ that results in the creation of the different strategies that they follow in
order to achieve future success for their child. The differences among the three
perspectives were based on these parents’ different experiences in their home countries,
languages they were exposed to, and their political and social experiences before and
after their arrival in the United States. Each Uzbek parent has their own understanding of
what constitutes their engagement in their child’s education. These individual beliefs
should not be discounted by studies that do not consider the various “voices” of the
Uzbek immigrants and instead base their conclusions solely on what this study has shown
can be the limiting factors of demographics statistics. This study has the potential to
inform policies and programs for the New York City Department of Education and will
help inform their work with Uzbek parents in understanding their needs and reinforcing
the type of cultural capital that fits both parents and schools.
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APPENDICES
A. DIVERSITY VISA PROGRAM
Diversity Visa Program, DV 2007-2013: Number of Entries Received During Each
Online Registration Period - Uzbekistan

FY 2010

FY 2016

FY 2018

Entrants

Derivati
ves

Total

Entrants

Derivati
ves

Total

Entrants

78,512

115,521

194,033

946,212

542,772

1,488,984

1,232,938

Derivative
s

Total

881,508

2,114,446

US Department of State, 2013; 2018

Immigrant Number Use for Visa Issuances and Adjustments of Status in the Diversity
Immigrant Category Fiscal Years 2003-2012; 2008-2017 - Uzbekistan
Year

2003

2004

2009

2010

2011

2012

2013

2015

2017

Number of
Visas

787

975

2,388

3,356

3,596

3,212

3,385

2,524

3,199

US Department of State, 2013; 2018
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B. THE FULL SET OF THE Q-SORT STATEMENTS
Statements
1.

The way my child’s school stays in touch with me is effective and sufficient

2.

Teachers and staff get back to me right away if I have a question or concern

3.

School meeting are clear and understandable

4.

I communicate with my school if I have questions or face any challenges in the
process of involvement

5.

I believe that clear and effective communication is an essential factor for my
involvement in my child’s education

6.

I cook and take care of my child’s development so s/he can succeed in life

7.

I check/monitor my child’s homework

8.

I take my child to museums and other exhibitions

9.

I read to my child at bedtime

10.

I learn important lessons and parenting skills from school meeting and
workshops that I attend

11.

I tell my child about the importance of education

12.

My child’s teacher(s) tries to understand my family problems and concerns

13.

My child’s school is a safe place to learn

14.

My child’s school respects my culture

15.

My child’s school is a welcoming environment for students, parents, and
families

16.

School forms important values such as respecting and listening to elders

17.

I like volunteering at school

18.

My opinion matters when school policies are being discussed
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19.

I speak with my child in my local language at home

20.

I expect my child to earn a professional degree (lawyer, doctor, teacher)

21.

I think if a teacher(s) challenges my child more s/he would do better in school

22.

My child’s school imposes the right amount of discipline and expects
responsible behavior from all students

23.

My child’s teacher encourages the strengths of my child and helps her meet
her challenges

24.

School could offer more opportunities for supporting parental involvement in a
child's education

25.

Standardized testing is the best indicator of progress and measure of success

26.

My school offers a rich assortment of after-school programs

27.

My child does not find the school challenging

28.

I rely on my friends and relatives for advice on supporting my child’s
education

29.

Despite the challenges I always figure out ways to stay involved with my
child's education

30.

I rely on the Uzbek community to help us adapt to American culture

31.

I use the Internet to learn more about education system, school process, and
school programs and reading materials

32.

Schools and teachers know best; parents and their children should follow
directions

33.

I rely on my child for translating school letters and announcements

34.

I think that Uzbek culture, traditions, and values are significant for my child's
education and development process
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C. THE FULL SET OF THE Q-SORT STATEMENTS IN RUSSIAN LANGUAGE

Statements
1.
2.
3.
4.
5.
6.

Методы которые школа использует для общения со мной являются
эффективными и достаточными для меня
Если у меня возникают вопросы или проблемы учитель (или
представитель) школы во время связывается со мной
Я не всегда понимаю о чем говорится на собраниях и мероприятиях в
школе
Я сама связываюсь со школой если у меня появляются проблемы с моим
вовлечением в процесс образования моего ребенка
Я считаю что эффективное общение со школой является важным
фактором для моего вовлечения в процесс образования моего ребенка
Мое вовлечение в образование ребенка состоит из приготовления еды и
ухода за развитием моего ребенка

7.

Я проверяю и контролирую выполнение домашнего задание ребенка

8.

Я вожу ребенка по музеям и выставкам.

9.

Я читаю ребенку перед сном

10.

Мне помогают собрания которые организовывает школа о том как
помочь своему ребенку в процессе его образования

11.

Я говорю о важности образования с моим ребенком

12.

Учитель старается понимать наши семейные трудности и заботы

13.

Данная школа является безопастным и спокойным местом для моего
ребенка

14.

Школа проявляет уважение к нашей культуре и ценностям

15.

Школьная атмосфера благоприятствует дружбе учеников, родителей и
семей

16.

Школа формирует важные ценности как уважение и послушание старших

17.

Мне нравиться волонтерствовать в школе

18.

Я чуствую что мои мнения важны для установки школьных правил
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19.

Я стараюсь говорить с ребенком на родном языке дома

20.

Я ожидаю что мой ребенок получит профессиональное образование
(медицинское, юридическое и т.д.)
Я считаю что если учителя были бы требовательнее и обращали больше
внимания моему ребенку, то он(а) был(а) бы больше преуспевал в школе
Школа требует дисциплиннированности и ожидает повышенной
ответственности от студентов
Учитель помогает моему ребенку с трудностями и поддерживает его/её
сильные стороны
Школа могла бы предоставить больше возможностей для вовлечения
родителей в образование ребенка
Стандардные тесты являются самым лучшим показателем прогресса и
успеваемости ребенка.

21.
22.
23.
24.
25.
26.

Школа предоставляет разнообразные программы для детей.

27.

Школьные материалы очень легкие для моего ребенка

28.

Друзья или родственники являются основным источником для совета или
поддержки в образовании моего ребенка
Несмотря на трудности я нахожу пути для вовлечения в процесс
образования моего ребенка

29.
30.

Узбекская община помогает мне в процессе адаптирования в США

31.

Я использую интернет для получения информации об образовательной
системе, учебном процессе, и учебных материалах и програмах
Школа и учителя знают лучше всех, поэтому родители должны
выполнять их инструкции
Я надеюсь на своего ребенка для перевода школьных писем и
объявлений.
Я считаю что узбекская культура, традиции, и ценности имеют важное
значение для воспитания и развития моего ребенка

32.
33.
34.
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D. DEMOGRAPHICS OF P-SAMPLE

Column 1

Perspective

Perspective

Perspective

Column 2

1

2

3

Number

11

5

3

Male

1

0

0

Female

10

5

3

Uzbek

4

2

1

Tajik

4

3

2

Other

3

Higher education

9

Vocational school

2

Gender

Ethnicity

Education

High school
Education in
U.S.

1
4
1

1
Higher education
College

2

Certificate program

10

1

Other
English
proficiency

2

1
2

0

1

Medium

9

1

2

Poor

0

3

0

No English

0

1

0

Advanced
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Child’s gender

Child’s grade

Boy

6

2

1

Girl

5

3

2

Elementary school

7

2

2

Middle school

2

2

1

High school

2

1

0

2

0

0

More than 5 years

3

0

0

More than 3 years

4

3

3

More than 1 year

2

2

0

18 - 24

0

0

0

25 - 34

5

3

1

35 - 44

4

2

1

45 - 54

1

0

0

55 and older

1

0

1

8

4

1

Tashkent

1

0

1

Bukhara

2

0

0

Navoiy

0

0

1

Namangan

0

1

0

Length of time
in U.S.

Age

More than 7 years

City in
Uzbekistan

Samarkand
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E. CONDITION OF INSTRUCTION AND A TABLE
Tool: Parents Divided Q-sort Statements into Three Categories

Please, look through the statements and locate where each belongs based on your
agreeing or disagreeing or not knowing.
Uzbek: Iltimos qo’lingizdagi fikrlarni o’qib ularga qo’shilib yoki qo’shilingingizni
bilishingiz uchun pastdagi QO’SHILAMAN, BILMAYMAN, yoki QO’SHILMAYMAN
GA AJRATIB CHIQING.
Russian : Пожалуйста, расспределите 34 предложения (вырезанные на бумажках)
на три (3) категории "СОГЛАСЕН", "НЕ ЗНАЮ", и "НЕ СОГЛАСЕН"

Agree

I don’t know
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Disagree

F. Q-SORT GRID AND INSTRUCTIONS
IN UZBEK AND RUSSIAN LANGUAGES
Uzbek: Endi, iltimos 34 ta fikrlarni quyidagi formaga qanchalik Qo’shilib
qo’shilmangangizga qarab joylashtiring. Har bir katakda bitta fikr bo’lishi lozim.
Russian : А теперь расспределите эти категории в соответствии важности для
вас на более детальные категории показанные в данной таблице; размещая
одно предложение на одну клетку.

Agree
-4

Neutral
-3

-2

-1

0
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Disagree
1

2

3

4

G. A QUASI-NORMAL DISTRIBUTION SAMPLE

Parent 4 Perspective 1
-4
-3
-2
6
30
26
3
33
28
17
9
24

Parent 7 Perspective 2
-4
-3
-2
30
27
16
12
17
9
4
8
15

Parent 3 Perspective 3
-4
-3
-2
33
21
17
25
32
7
3
27
24

-1
10
18
25
21
15

0
27
16
12
23
4
1

1
14
5
2
29
7

2
22
31
32
8

3
13
34
19

4
20
11

-1
34
28
13
18
31

0
33
1
23
24
14
6

1
20
3
7
19
22

2
32
29
2
25

3
26
10
5

4
21
11

-1
1
16
31
26
6

0
14
23
18
12
10
15

1
4
5
22
8
13

2
30
28
2
29

3
20
11
34

4
19
9
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H. INFORMED CONSENT FORM
This consent form will give you the information you will need to understand why
this study is being done and why you are being invited to participate. It will also describe
what you will need to do to participate and any known risks, inconveniences or
discomforts that you may have while participating. We encourage you to take some time
to think this over and ask questions now and at any other time. If you decide to
participate, you will be asked to sign this form and you will be given a copy for your
records.
My name is Mekhribon Abdullaeva and I’m conducting a study about Uzbek
parents’ involvement with their children’s education. The purpose of the study is to
understand the experience of Uzbek immigrant parents with their children’s schools. You
must be a recent immigrant from Uzbekistan and have a child attending elementary or
middle school to take part in this study.
If you agree to be in this study I will conduct an interview with you. The
interview will include questions about your pre-arrival and post-arrival background,
parenting, communication and activities at your child’s school. You may skip any
question that you feel uncomfortable answering. The interview will take about 30
minutes to complete. With your permission, I would also like to audio record the
interview.
The information that you provide in the study will be handled confidentially.
Your data will be anonymous which means your name will not be collected and linked to
the data.
I do not anticipate any risks to you participating in this study other than those
encountered in day-to-day life. You may not directly benefit from this research; however,
we hope that your participation in the study may improve the experience of Uzbek
immigrants with schools.
Your participation in the study is completely voluntary. You have the right to
withdraw from the study at any time. The audio files will be destroyed if you decide to
withdraw.
You will receive no monetary payment for participating in the study. The study will be
published as a Dissertation work at the University of Massachusetts, Amherst.
If you have questions about the study, contact the researcher:
Mika Abdullaeva
School of Education, University of Massachusetts, Amherst
Phone: 718-878-0361
Email: mikanow@gmail.com
If you have questions about your rights in the study, contact:
Sharon Rallis
Chair, Institutional Review Board
UMass, Amherst
Email: shrossman@umass.edu
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Agreement:
I agree to participate in the research study described above.
Signature: ________________________________________Date:_____________
You will receive a copy of this form for your records.

172

I. INFORMED CONSENT FORM IN UZBEK LANGUAGE
Amherst shahri, Masachusets Shtatining Universitetida olib borilayotgan
ilmiy tadqiqot ishi so’rovnomasida ishtirok etishga rozilik shakli

Ilmiy tadqiqotchi:
Ilmiy tadqiqot mavzusi:

Mekhribon Abdullaeva
Muhojir ota-onalarning farzandlarining maktablari bilan ishtiroki:
O’zbek jamiyatining Nyu York shahridagi maktablar bilan tajribasi

1. Bu shakl nimadan iborat?
Bu shakl rozilik berish shakli deb nomalandi. Bu shakl ilmiy tadqiqot so’rovnomasida
qatnashishga mustaqil qarorga kelishingiz uchun olib borilayotgan tadqiqot haqida
ma’lumot beradi. Bu rozilik shakli nima uchun bu tadqiqot olib borilayotganligi va siz
nima uchun tadqiqotda ishtirok etishga taklif qilinganligingizni tushuntiradi.
Shuningdek, bu shaklda tadqiqotda qatnashish uchun nima qilishingiz lozimligi, undagi
ishtirokingizdan kelib chiqadigan xavf-xatarlar hamda ishtirokingiz davomida kelib
chiqishi mumkin bo’lgan noqulayliklar haqida bilib olishingiz mumkin. Ma’lumotlar
bilan tanishib, ularni tushunib yetgan holda qaror qabul qilishingiz va savollaringiz
bo’lsa, hozir yoki bundan keyin bizdan so’rashingizni tavsiya qilamiz. Agar
so’rovnomada qatnashishga qaror qilsangiz, mazkur shaklga imzo chekishingiz so’raladi
hamda uning bir nusxasi sizga ham beriladi.
2. Kim ishtirok eta oladi?
So’rovnomada ishtirok etish uchun O’zbekistondan yaqinda kelgan muhojir bo’lishingiz
va farzandingiz boshlang’ich (elementary) yoki o’rta (middle) maktabga ta’lim olayotgan
bo’lishi kerak.
3. So’rovnomaning maqsadi nima?
Tadqiqotning maqsadi o’zbek muhojirlar ota-onalari farzandlarining maktablari bilan
bo’lgan aloqasini o’rganish
4. So’rovnoma qayerda olib boriladi va qancha davom etadi?
Tadqiqot Bruklinda sizga qulay bo’lgan joyda olib borilishi mumkin. So’rovnomani
to’ldirish uchun yarim soat vaqt ketadi. Ruxsat bersangiz, ovozingizni yozib olgan holda
siz bilan suhbat o’tkazamiz. Keyinchalik esa intervyuda tushunarsiz bo’lgan joylarni
aniqlashtirib olish uchun sizga yana bog’lanishimiz mumkin. Shuningdek, kelajakda keng
qamrovli interyu o’tkazish uchun ham sizga bog’lanishimiz mumkin.
5. Sizdan nima qilish so’raladi?
So’rovnoma sizga ingliz, rus, tojik va o’zbek tillarida taklif qilinadi. Biror narsani tarjima
qilish, tushuntirish yoki aniqlashtirish uchun so’rovnomani to’ldirishingiz davomida
sizning yoningizda bo’laman. So’rovnoma 30 ta savoldan iborat bo’lib, unda
farzandingizning maktabi bilan bo’lgan tarjibangiz haqida so’raladi. Masalan,
maktabning siz bilan bo’lgan aloqasidan qay darajada qoniqishingiz haqida so’raladi.
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Unga 1 dan 5 gacha bo’lgan tartibda baho berasiz, 5 o’ta qoniqarli degan ma’noni beradi.
Yana bir savol esa maktab direktori bilan qancha vaqtda uchrashib turishingizni so’raydi.
Javobingiz “tez-tez” dan “hech qachon”gacha bo’lishi mumkin. Sizning tajribangizga
tegishli bo’lmagan savollarga “NA”, ya’ni “menga tegishli emas” deb javob berishingiz
mumkin. Ba’zi savollar batafsil tushuntirishni talab qiladi. Agar javob berishni
istamasangiz, ba’zi savollarga javob bermay tashlab ketishingiz mumkin.
6. Bu so’rovnomada qatnashishdan Sizga qanday foyda bor?
Bu tadqiqotdan to’g’ridan-to’g’ri foyda ko’rmasligingiz mumkin, ammo so’rovnomadagi
ishtirokingiz o’zbek muhojirlarining maktablar bilan bo’lgan aloqasini yaxshilashga
xizmat qiladi, deb umid qilamiz.
7. So’rovnomada qatnashishdan sizga qanday xavf-xatar bor?
So’rovnomada qatnashish natijasida uni to’ldirish uchun ketkazgan vaqtingizdan boshqa
sizga biror noqulaylik yoki xavf-xatar yetkazilmaydi.
8. Shaxsiy ma’lumotlaringiz qanday himoya qilinadi?
So’rovnomaga taqdim qilgan ma’lumotlaringiz sir saqlanadi. So’rovnomada sizning
ismingiz so’ralmaydi va siz o’z shaxsingizni yashirgan holda ishtirok etasiz. Interyular
yozib olingan audio fayllar ilmiy tadqiqot uchun xavfsiz va himoyalangan shaxsiy
kompyuterda saqlanadi. Agar audio intervyu o’tkazilgandan so’ng so’rovnomada ishtirok
etishdan bosh tortsangiz, audio fayllar o’chiriladi.
9. Agar Sizda savollar bo’lsa, nima qilish kerak?
Ishtirok etishga qaror qilishdan oldin yaxshilab o’ylab ko’ring. Tadqiqot va so’rovnoma
to’g’risidagi savollaringizga javob berishga har doim tayyorman. Mening aloqa
ma’lumotlarim: Mekhribon Abdullaeva, email mikaumass@gmail.com. Tadqiqotda ishtirok
etuvchi shaxs sifatida o’z huquqlaringizni bilish uchun Amherst shahridagi Masachusets
Shtat Universiteti Human Research Protection Office (HRPO)ga (413) 545-3428 telefon
raqamlariga yoki humansubjects@ora.umass.edu elektron pochta manziliga murojaat
qilishingiz mumkin.
10. So’rovnomada ishtirokingizni to’xtatishingiz mumkinmi?
Agar so’rovnomada ishtirok etishni istamasangiz, unda qatnashishga yoki uni davom
ettirishga majbur emassiz. Agar boshida ishtirok etishga rozi bo’lsangiz va keyinchalik
fikringizdan qaytsangiz, istagan vaqtingizda intervyuni tark etishingiz mumkin.
So’rovnomani tark etishingiz sizga nisbatan hech qanday jazo qo’llanilishiga sabab
bo’lmaydi yoki biror oqibatga olib kelmaydi.
11. So’rovnomada ishtirok etish mobaynida siz jarohatlansangiz nima qilish kerak?
Masachusets Shtat Universiteti tadqiqotga qatnashish natijasida kelib chiqqan jarohatlarni
qoplamaydi. Ammo universitet xodimlari sizga tegishli yordamda olish uchun
ma’lumotlarni berishi mumkin.
Ko’ngilli ravishda rozilik berish
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Mazkur shaklga imzo qo’yish bilan men ko’ngilli ravishda ilmiy tadqiqot so’rovnomasida
ishtirok etishimni ifodalayman. Mazkur rozilik shakli bilan tanishib chiqdim va u menga
o’zimga qulay bo’lgan tilda taqdim etildi. Tadqiqotga doir savollar berish imkoni berildi
va men ularga qoniqarli javob oldim. So’rovnomani istalgan vaqtda tark etishim
mumkinligini tushundim. Mazkur shaklning imzo chekilgan nuxsasi menga berildi.
________________________
Ishtirokchining imzosi

____________________
Ismi sharifingiz

__________
Sana

Quyida imzo chekish bilan men ishtirokchi rozilik shaklini o’qiganligini, hujjatni batafsil tushunganligini va unga
mazkur shaklning nusxasi berilganligini tasdiqlayman.
_________________________
____________________
__________
Rozilik shaklini yig’uvchi
Ismi sharifingiz
Sana
shaxsning imzosi
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J. CORRELATION MATRIX
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K. UNROTATED FACTOR MATRIX
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